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Abstract 
Aspects of Translation Pedagogy: 
The Grammatical, Cultural, and Interpretive Teaching Model 
This study examines the theoretical basis of various methods 
of training translators, and proposes an overall view of translation 
pedagogy. As translation teaching (TT) Is evolving from local prac- 
tices based on random individual experience to a professional and 
scientific discipline, the study attempts to show how the translation 
educator can benefit from the fruits of modern translation theories. 
language studies, and related disciplines, such as anthropology, seman- 
tics, and language philosophy. 
After defining the scope of, and identifying the main issues in, 
TT (chapter 1), the study reviews existing writings on the subject 
(chapter 2), and demonstrateb the relation between language studies, 
translation theories, and TT (chapter 3). This is followed by the 
proposal of dividing TT into Grammatical, Cultural, and Interpretive 
aspects which, it is argued, are based on different views of language, 
and are at the same time the foci of attention of the translator in his 
work, keys to identify problems in inadequate translations, as well as 
what can be taught and learnt formally in translating, and should 
therefore be the main components of translation curricula. Teaching 
models and methods are set up according to these aspects (chapter 4). 
An exemplary curriculum is designed to introduce some possible 
teaching elements belonging to each aspect (chapter 5). 
To verify the effects and implications of these TT models, an 
experiment with groups of translation learners in Hong Kong is described 
(chapter 6). A test which measures the subjects, Grammatical, Cultural, 
and Interpretive competence was designed and administered to these 
groups and other learners. The result thus gained throws light on the 
relative usefulness of and the relation between these models (chapter 7). 
The thesis ends with a critique of the tripartite scheme proposed, 
and an assessment of the development of TT in the coming years 
(chapter 8). 
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TRANSLATION TEACMNG: SCOPE, ISSUES, AND DEFINITION 
1.1 Introduction 
Translation training In the past has not demonstrated sufficient 
purpose, planning and objectivity. It was left to individual genius, 
hard work and self-taught technique. There were amateurs but 
few devotees. (Pan 1977: 51) 
Although translation has been practised for thousands of years and 
there have always been schools for translators and interpreters 
which, with greater or lesser success, have trained their students 
for the work of translation, there Is still no systematic method of 
teaching translation. In all fields of knowledge -- and not least In 
this sphere -- it Is today becoming urgent to find suitable methods 
of teaching, since with the ever-growing flood of translations and 
the huge demand for training for translation work, the efficiency of 
this training must be increased as much as possible. (Reiss 1976: 
329-30) 
..,. The development of learner group-specific, text - typol ogi cally 
differentiated methods of TT Is still in its Infancy. It Is sympto- 
matic of the present unsatisfactory state of affairs that the term 
ijbersetzungsdidaktik (translation pedagogy) Is a fairly new coinage 
and that the manifold problems associated with this term have only 
recently provoked noticeable Interest among linguists engaged In TT. 
(Kapp 1974, quoted. In Wilss 1982: 177) 
Like translating Itself, translation teaching (TT) has been going 
through a process of 'professionalization' since the Second World War, 
in response to a universal need for specialization. As exemplified by 
the literature -which 
describes and discusses the problems Involved 
(analyzed In Chapter 2), It is gradually evolving from, plecemeal Individual 
insights relevant to different Immediate situations to explicit, empirical, 
and systematic procedures based on up-to-date data and theories from ad- 
jacent disciplines, aiming at certain degrees of universal validity. Apart 
from describing the situation with admirable precision, the significance 
of the three quotations above lies no less In the fact that they were pub- 
lished as late as the seventies, a testimony to the slowness of this pro- 
fessionalization process. As far as I know, no experimental data or 
serious survey findings have been published to date, despite efforts to 
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establish the empiridal nature, of TT. 
The provision of institutionalized training for translators and 
Interpreters Is hardly a novel Idea, Various methods were tried out 
in the training of the Egyptian dragoman the Greek hermeneus, and 
the Latin Interpre (Schmitt 1982: 96). In the West, at least three 
well-known schools for translators existed prior to modern times: one 
in Toledo during the Middle Ages, one In Bagdad during the Arab 
hegemony, and one In Paris at the Ecole d'Etudes Orientales (Dunlop 
1960, see also Arjona 1980). In China, large-scale projects of trans- 
lating Buddhist scripts imported from India were sponsored by succeed- 
Ing governments between the first and the seventh century A. D. These 
projects Involved hundreds, and at times thousands or more, of profes- 
sional translators, and were ýccompanied by schemes of formal training 
(Hu 1940; Tstan 1951). 
Even so, there was little evidence of the legacy of these ancient 
programmes Inspiring modern ones either in the West or In the East. 
Rather, translation pedagogy* In modern times Is, with few exceptions, 
limited to designs by individual educators responding to Immediate needs. 
More recently, It has been Influenced by contemporary theories from ad- 
jacent disciplines, as explained In Chapter 3. 
The upsurge In universal Interest In TT is a phenomenon of the 
past few years. 
2 This Is, witnessed by the sudden Increase in quantities 
as well as sophistication of TT literature, the appearance of anthologies 
and periodicals on TT, and the organization of national and International 
conferences on TT, as reported In Chapter 2. Launched at the Infancy 
of academic TT studies, the present project Is the outcome of a genuine 
feeling for the need for professionalization shared undoubtedly by, many 
translation educators* who contributed to this unorchestrated 'movement'. 
The majority of the significant publications appeared or were drawn to 
Those terms marked with an asterisk are defined In 1.4. 
is 
my attention after the commencement of this project In 1980, as was the 
organization of the conferences. In this sense, the present project Is 
an acti ve participation In the formulation of the rapidly expanding dis- 
cipline called translation pedagogy. It Is for this reason that neither 
the report of the development nor the Ideas put forth In the following 
pages should be regarded as In any sense final or definitive. 
-This present thesis examines the state of the discipline, proposes 
a general framework of its practice, and reports on an experiment based 
on this framework. It can be divided Into three parts: 
(a) An assessment of the main Issues of TT as r9flected In the 
literature, a survey of work done In the field (Chapter 2), and an Identl- 
fication and examination of the stages of evolution of TT (Chapter 3). 
(b) A critical analysis of the teaching content of, as well as the 
approaches to, TT (Chapter 4) and the designing of an exemplary curric- 
ulum based on this analysis (Chapter 5). 
(c) The planning and execution of a teaching experiment based on 
the exemplary curriculum (chapter 6), and a report and Interpretation 
of Its findings (Chapter 7). 
1.2 The Scope of Translation Teaching 
The term 'translating teaching' Is used in 
, 
the present work to refer 
to the training of translators. (professionals who undertake translatine 
work) In an institutionalized setting according to a pre-designed curric- 
ulum. It therefore excludes: 
(a) The training of interpreters. 
(b) Training without a pre-designed programme, such as apprentice- 
ship In a translation organization where the trainee is not given regular 
formal Instruction. 
(c) Training outside an institutionalized setting, such as self- 
tuition or individual tuition. 
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(d) The Teaching of translation as a means to other ends, rather 
than training professional translators, such as the use of translation 
exercises in foreign language teaching (FLT). 
3 
In most cases TT is carried out In the following contexts (see 
Arjona 1980; Napthine 1983)'. 
(a) In translation schools* for post-secondary students where pro- 
fessional qualifications are granted on completion of the course success- 
fully (thls is most common on the European continent). 
(b) In universities, polytechnics , and colleges of higher education 
where undergraduate students attend courses in translation offered by some 
departments (such as a Department of Languages) and are awarded a first 
degree (such as B. A. ) or diploma on the successful completion of this 
course and others (this Is most common in North America and Britain). 
(c) In universities and polytechnics where post-graduate courses 
In translation are open to graduates from various departments. 
(d) In firms, organizations (national or international) where courses 
are offered to train translators for specific purposes, such as In-service 
training In an International company or a government department. 
In actual practice, translation pedagogy can be divided Into the fol- 
lowing discrete but closely related tasks: 
(a) Curriculum planning on various levels: 'universal' (i. e. non- 
language -spec Ific), national, school*, programme, and class.. 
(b) Compilation of textbooks or handbooks, etc., and the collection 
of pedagogic material relevant to TT. 
(c) Course teaching, Including classroom activities such ad' 
lectures, seminars, discussions, correction of exercises, and extra- 
classroom activities, such as the supervision of students during their 
traineeship In a translation organization. 
(d) Selection of candidates for TT, and testing the students at 
various stages of the programme. 
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1.3 Main Issues of Translation Teachin 
In the study of TT, significant themes often discussed Include: 
4 
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(a) The relation between pedagogic theory and practice: as theories 
of TT with increasing sophistication are appearing, many of which pro- 
pose specific approaches or orientations to TT, translation educators 
are faced with the challenge of reconciling them with their own practice. 
At the same time, ther6 is disagreement concerning the usefulness of 
such theories to everyday TT. 
(b) The desirability or legitimacy of formal training for trans- 
lators: although translators have been traingd, In Institutionalized contexts 
for a long time, there are Individu'als who question the practice. They 
argue that translating competence cannot be effectively taught In a formal 
setting: translators are born not made. 
(c) The desirability of legitimacy of academic training for trans- 
lators: the notion of training translators in an academic context (such 
as in a university) or In an academic manner (with Instruction Involving 
theoretical discourse, efc. ) is also, challenged. There are Individuals 
who prefer to see translating as a professional skill, and advocate a 
'pragmatic' or non-theoretical approach. 
(d) The education level expected of the trainees: TT takes place 
sometimes at pre-university level, sometimes at undergraduate level, and 
sometimes at postgraduate level. There are even arguments, as well as 
a need at times, for TT at secondary school level. Debates on the 
relative merits of these practices continue. 
(e) The choice of department responsible for the training: when 
TT is conducted In a university or polytechnic, It Is sometimes ronducted 
by an Ll department, sometimes by an L2 department, sometimes by a 
department of comparative literature, and sometimes, by a department or 
school of translation. The relative merits of each of these arrangements 
are examined. 
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(f) The requirements of the trainees: the personal qualities and 
previous experience essential for, or beneficial to, successful TT; what 
examiners should look for In the, selection of trainees. , 
(g) The target of TT: what TT should or can achieve, and what 
It cannot. To what extent translation programmes should be geared to 
the expectation of Individual societies, and how. 
(h) The contents of TT: there are considerable differences In 
opinion with regard to the teaching material,. method, and forms of 
tuition considered useful, as well as the sequencing of teaching material. 
Among the most controversial subjects in TT are the teaching of trans- 
lation theories, the history of translation, and linguistics. 
(1) Subject specialization In TT: the degree of career-oriented 
specialization that Is desirable and practicable in a translation programme. 
Whether TT should occupy all the time during the training period, or the 
trainee should receive training In other areas concurrently. 
(J) The relation of TT and other disciplines: how current theories 
of translation, language, psycholinguistics, sociolinguistics, literary critt- 
cism, etc. Influence translation pedagogy. In what way can these theories 
enhance TT in the classroom? 
(k) The relation between TT and language teaching: whether the 
polishing of Ll and the teaching of L2 and L3 should be part of, or run 
parallel to TT (but be conducted separately), or whether It should have 
no link with TT at all. 
(1) The relation between language competence and TT: the degree 
of L1, L2 and L3 competence required of translation trainees; the 
necessity of Inclusion of a third language In the minimum requirdment 
for trainees; the relative merits of coordinate and compound bilingualism 
In effective TT. There Is no consensus of opinions on these Issues. 
(m) The relation between translator and interpreter training: - some 
educators consider translating and Interpreting (T/I) competence to be 
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distinct, and believe that In some respects the two demand contradictory 
qualities. Others see them as two branches'of the same discipline of 
Interlingual communication. There are various proposals for curriculum 
p1anning which make the two types of training concurrent, consecutive, 
or separate. 
(n) Translation testing: the method of measuring the progress 
of the trainee during and at the end of training. 
(o) The qualification and qualities required of translation teachers: 
their training and experience, competence In T/I, and personalities. There 
is also a debate about whether only practising or retired translators should 
teach translating. 
It Is not the purpose of 'this thesis to examine every one of these 
issues, or to participate In the debates which have grown round some of 
them (see e. g., 2.2.1). As shown in the literature review In Chapter 2 
where many of these issues -are covered, many of them have been discussed 
at length of argued over and over again In the past decadesby TT author- 
Ities. Instead, this thesis proposes a general view of TT In terms of 
teaching content, and sets up a framework of curriculum planning. The 
writer argues that while It is;, useful to discuss the issues listed above 
In general terms (if only to broaden the horizon of the translation edu- 
cator*), It Is usually the local teaching situation which determines the 
decision of the translation educator on these' matters (see 8.1). 
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Never- 
i theless, It Is helpful to examine some of the Issues from a panoramic 
viewpoint, and to demonstrate the various options open to the translation 
educator, so as to facilltate an Informed choice on his part. In this 
sense, the present thesis is a general study In point (h), one of the key 
topics In translation pedagogy. 
6% 
1.4 Definition of Key Concept 
Being a new discipline, translation pedagogy has yet to establish 
Its own set of terminologies. In view of the confusion In current usage, 
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and the fact that It Is essential for serious discussions to adhere to 
clearly defined terms, the following ones are used In the present work 
In the sense outlined below: 
TRANSLATION/' Until recently, this term was applied both to the 
act (process) and the product (target language -text, or TLT). There 
Is 
a contemporary trend to distinguish -the two by referring to the act- as. 
TRANSLATING, and the resulting TLT as TRANSLATION. As far as 
possible, this usage Is iollowed, though there are Inevitable Inconsisten- 
cies due to legacies of old usage. Thus 'translation teaching' should be, 
strictly speaking, ltranslatýing teaching', and 'machine translation' should 
be 'machine translating' 
TRANSLATING. The scope of activities delimited by this term 
varies from writer to writer, and from context to context. it Is some- 
times the umbrella term which Includes various kinds of Interlingual com- 
munication, such as written translating, verbal translating (interpreting), 
7, I 
machine translation, dubbing, and Interlingual abstracting. It Is, however, 
equally common to use this term to refer only to interlingual written 
renderings, In opposition to INTERPRETING their oral counterpart. 
Again, It Is almost Impossible to be 'consistent, though the latter practice 
is adopted whenever possible. Due to the nature of this project, the 
theorizing and investigations concentrate on the written aspects, and the 
term TRANSLATOR should be understood as such. Even so, It Is hoped 
that many of the insights found In this thesis are applicable to interpreting. 
(There Is an exception to this usage In Chapter 2, as explained In the 
opening paragraphs there. ) 
TRANSLATION EDUCATION. A broad concept which covers all the 
elements which contribute to the making of a professional translalor, 
TRANSLATION TEACHING being Its institutionalized parts. 
TRANSLATION PEDAGOGY. The theoretical study of translation 
teaching. 
TRANSLATOR TRAINING. One form of translation education with 
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a specific goal of enhancing translating competence (as opposed to 
'general' background education). It Includes TT and other forms of 
training which lie outside the translation curriculum, such as full-scale 
specialist training In engineering or law. 
TRANSLATION EDUCATOR. A collective term for everyone In- 
volved In translation education, Including curriculum planners, textbook 
compilers, and translation teachers. 
TRANSLATION TEACHER. Member of staff of a translation pro- 
gramme. 
TRANSLATION SCHOOL. An Institute where TT Is carried out. 
It can be a school specializing In the training of translators and Inter- 
preters, the department In a -university or polytechnic which offers trans- 
lation programmes, or the section of a firm or organization where trans- 
lation programmes are regularly offered. 
TRANSLATION TEACIIING LITERATURE. Published or unpublished 
works relevant to TT. Since various compilers of TT bibliography use 
different criteria to delimit the scope of TT literature (see 2.5), and 
there are large numbers of works that are marginally relevant, only those 
writings which contain Insights directly applicable to translation education, 
or with direct references to TT, are Included (see third paragraph, 
Chapter 2). Thus discussions on 'how to translate' and the teaching of 
terminology are excluded. Also, as a rule, programmes of studies 
Issued by Individual translation schools are not Included. 
TRANSLATION STUDIES. Sometimes called TRANSLATOLOGY 
(Harris 1977; Vasquez 1977)j. it Is the 'discipline which concerns Itself 
with the problems raised by the production and description. of translations' 
(Lefevere 1978: 234). Proposing the adoption of the term TRANSLATION 
THEORY, Newmark states that Its main aim Is to determine appropriate 
translation methods for the widest possible range of texts or text- 
categories (1981: 19). Recently there have been attempts to establish 
the term tijbersetzungswissenschaft' or TRANSLATION SCIENCE as the 
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name of the discipline (see e. g. Wilss 1982), but there are objections 
to this Idea (e. g. Newmark 1981: 19,113). Discussion of this topic can 
be found In 3.1.1. 
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2 
REVIEW OF LITERATURE ON TRANSLATION TEACHING 
As described In the quotations cited at the beginning of Chapter 1, 
rational and systematic studies in TT are a recent phenomenon. This 
is vividly confirmed by the survey of writings on the topic. It is 
revealing to trace the evolution of the discipline in recent times by 
analyzing these works, and this is the task of the present chapter. 
With the help of bibliographies and international on-line data 
service, as well as enthusiastic translation educators to whom I am 
grateful, a total of 521 works on TT have been collected (they are listed 
in Appendix 1). About three-quarters of them have been successfully 
traced, and studied In varying degrees of detail. The earliest one was 
published in 1944, the most recent ones are scheduled for publication In 
1984 and 1985. Naturally, It is Impossible to be exhaustive, though this 
collection might be taken as representative of the literature known to 
the English and French speaking worlds. 
1 
Though the present project focuses on translating rather than inter- 
preting, this collection of TT literature includes both. There are two 
reasons: as many schools train translators and Interpreters together, 
the two kinds of training are often discussed In the same breath (e. g. 
Ferenczy 1977 and Coveney 1971). Also, some works on interpreter 
training contain insight Into translator training (e. g. several of the 
articles collected in Gerver/Sinaiko 1978). 
2 Contributions of language 
teachers, who employ translating as a technique in language instruction, 
are also relevant to TT at times (e. g. Perkins 1978). 
3 In the statistical 
analysis in the following paragraphs and the report in Sections 2A and 
2.5, no distinction is made between works of these kinds. However, in 
the description and report on the contents of these works (Sections 2.1, 
2.2 and 2.3) the emphasis remains on translator training alone. 
Breaking down the contributions by year, language, and place of 
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Table 2-1: Works on Translation Teaching: Languages 
Year English French German Others TOTAL 
1941-45 1 1 0 0 2 
1946-50 1 1 0 1 3 
1951-55 1 6 1 1 91 
1956-60 8 27 7 5 47 
1961-65 22 40 14 2 78 
1966-70 35 31 20 11 97 
1971-75 33 21 10 1 65 
1976-80 59 33 8 1 101 
1981-83 78 19 18 4 119 
TOTAL 239 179 77 26* 521 
* Mostly In Dutch. 
Table 2-2. - Works on Translation Teaching: Place of Publication 
Presentation 
Year Europe North Elsewhere TOTAL AMArica 
1941-45 1 1 0 2 
1946-50 3 0 0 3 
1951-55 8 0 1 9 
1956-60 38 9 0 47 
1961-65 60 17 1 78 
1966-70 74 22 1 97 
1971-75 47 16 2 65 
1976-80 45 52 4 101 
1981-83 72 42 5 119 
TOTAL 348 159** 14 521 
Mostly in Canada. 
Note- Works published be fore 1941 or scheduled for publication 
after 1983 are not Included. 
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publication enables one to comprehend the trend more vividly. As 
shown In Tables 2-1 and 2-2, the sixties mark the beginning of serious 
studies on any scale in TT. Since then, there has been a steady out- 
put from both sides of the Atlantic. 
As shown in the breakdown by language (Table 2-1), most of 
these works are written In English (239, or 46%) and In French (179, 
or 35%). French writings greatly outnumbered English ones until the 
mid-sixties. Recently there have been more contributions in English 
than In French. (The fall in percentages of works in German and other 
languages after 1970 mdy be accounted for by the fact that they take 
some time to find their way into international bibliographies. ) It should 
be remembered, however, that contributions in language X do not neces- 
sarfly come from a language X speaking region, as writers write in 
languages other than their own, and publish in countries other than their 
own. 
The breakdown by place of publication (Table 2-2) Indicates the 
emergence of North America as a new and vigorous centre of TT studies. 
The7 lack of contribution elsewhere may be the result of absence of interest, 
or failure to gain international recognition, either of which is regrettable. 
An analysis of the nature of the writings reveals an encouraging 
picture. There is an obvious general trend of change from random 
insights to perceptive theorizing, from the description of Immediate In- 
dividual programmes to formulations of model curricula, and from the 
exposition of personal convictions on individual problems to studies into 
the entire business of TT, with reference to various branches of lin- 
guistics and adjacent disciplines. Those more concrete and comprehen- 
sive curricula proposed by Reiss (1976b), Pan (1977), Wilss (1977), 
Keiser (1978) and Fawcett (1981) are outstanding examples of the end 
product of this evolutionary process. 
Analyzing the content of these writings, there are five principal 
areas of interest, more than one of which can appear in any one work: 
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(1) fundamental principles 
(2) curriculum content 
(3) teaching methods 
(4) description of existing courses 
(5) bibliographies of TT 
These are introduced in turn in the following sections. 
2.1 Fundamental Principles 
Of the various possible areas of interest (see 1.3) TT writers 
concentrate mainly on a few recurre nt themes: 
4 
(1) Is it justifiable to train translators in an institutional context? 
(2) Should translators -be trained academically? 
(3) What personal qualities make successful graduates In T/I 
courses? What are the Implications for curriculum planning? 
(4) At what level should TT take place -- pre-tertiary education, 
undergraduate, or post-graduate? 
(5) What are the targets of T/I training? How are T/I, courses 
to gear themselves to the expectations of individual societies? 
(6) What degrees of competence in A, B and C languages should 
be 6xpected of prospective translators? Are true bilingual s more 
suitable candidates for successful translators? 
(7) Should the student be trained to translate Into non-native 
languages? 
(8) Should T/I training be concurrent, consecutive, or separate? 
(9) Should ? general' linguists or technical specialists be recruited 
for technical T/I training? 
(10) What qualities and qualifications should be required of T/I 
teachers 7 
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Inevitably many qf these issues are intertwined, and are related 
to those outlined in 2.2.1. For example, at what level TT should take 
place (2.1.4) depends. among other things, on whether specialized 
training should be part of TT (2.2.1.4) which, in turn, depends on 
whether linguists or technical specialists should be recruited for TT 
(2.1.9). The treatment of these topics one after another below, from the 
general to the specific, is done out of necessity and convenience. 
2.1.1 Legitimacy of Formal Training 
This is a fundamental question in TT which is often discussed 
(Horguelin 1975: 44). The presence of articles with titles like 'Should 
we teach translation?, (Hendrickx 1975), 'Are 'kanslators Born?, (Ozerov 
1979), 'Translators Ma&, Not Born?, (Healey 1978), 'Peut-on 
enseigner a traduire, (Waltz 1944) and 'Peut-on former des Traducteurs 
Techniques?, (Gravier 1967) reminds one that TT is not taken for granted. 
In fact, this challenge to the legitimacy of TT is far from a rhetorical 
one. 
Before examining the views of various writers, it is useful to 
define 'formal trainingf. A. Johnson (1971) is certainly correct in 
emphasizing that T/I training is in fact a life-long process, sp I anning from 
one's primary education to all kinds of personal enrichment later in life. 
In this sense, all formal education is formal T/I training'. Since 
nearly all children today go to school, all translators are formally 
trained in one way or another. But it Is obvious that the arguments 
concerning formal TT are about specific programmes and Institutes where 
T/I becomes the primary educational target, and the Issue is about whether 
these provisions are Indispensable or even desirable for translators. 
To put the arguments into proper perspective, it must be pointed 
5 
out that formal TT has been, till very recently, a luxury: 
After all, the majority of the translators active at present have 
never had a direct schooling for the trade they ply, nor have 
they ever felt a need for it. Some have been educated as linguists, 
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others are persons who have learned languages abroad, many 
are gifted people who managed to master the required skills 
in their own ways. (Citroen 1966a: 140) 
So one sees a paradox, if not an irony, here:. while nearly all TT 
writers defend the respectability and necessity of formal training, very 
few admit ever having had one. 
6 
Moreover, none cite a single example 
of a successful translator or good translating as a result of formal 
training. From the titles quoted at the beginning of this section one 
might expect lengthy rationalizations, but this Is hardly the case. A 
typical work on this issue would establish right away that training is 
Indispensable, and hurriedly go on to list the author's views on the type 
of training required (e. g. Healey 1978 and Gravier 1967). The question 
posed In Hendrickxts title is. not even answered or taken up anywhere 
in the article. Indeed, the legitimacy of TT has never been a real 
question for many. One would not be surprised to find statements like 
this from the pen of a director of a translation school-. 
Et je me disals alors 
, 
qufune 6ducation professionnelle, dtalt 
indispensable pour les interprA-tes, qu, ils travaillent en cabine 
(interpr6tation simultande) ou sans aucun appareillage (Inter- 
pr6tation consdcutive). En revanche je me demandais parfois stil 
6tait bien n6cessaire de prendre autant de soin de futurs 
traducteurs. Un spdcialiste dianglais ou diallemand, bien form6 
A It Universit, 6, nidtait-il pas capable -- du jour au lendemain -- 
de devenir un bon traducteur? Je dus constater par la suite 
qu'une telle prdparation'tt la profession de traducteur dtait, dans 
la plupart des cas, ' tout-A-fait indispensable. (Gravier 1978: 
201). 
So, F. K. Pan Is exceptional In that he chooses to arguqL 
the case out directly: 
Translators can be trained. It Is pure speculation to say that 
a good translator Is born and that a good translation cann6t be 
accomplished under pressure. In this age of discipline, trans- 
lations are performed under time and quality controls. Trans- 
lators can no longer indulge in reverie and Infinite finishing 
touches. They must get the work done on time. It requires 
a discipline which was repugnant to the old time translators.... 
And in this new discipline, translators are trained. (1977; 40). 
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How legitimate formal training Is also depends on what TT Is expected 
to do. As many translation educators realize, it Is not that students 
can actually be taught how to translate, but at least they can be guided 
to understand the principles of good translating, and to appreciate the 
hard work Involved before they actually launch themselves Into a career 
(rG 1976: 2). 
Among those who defend the necessity of formal training is 
1. J. C itroen, who pointed out that although s6me gifted people did manage 
to master the required skills and become good translators, it would be 
wrong to conclude that training is unnecessary. It Is dangerous to 
attribute the achievement of some literary translators to what they call 
tEinfUhlungsvermt5gen', or tsensitivity plus imaginationt. He compared 
translating to acting: genius of some people enables them to perform 
on a stage without any formal training, most actors could not hope to 
make a career without a thorough education at a school of acting (1966b: 
187). Also formal TT provides the exact basic Information beginners 
need for the satisfactory pursuit of their profession within a few years, 
time, and Is therefore far better than spending 'many years of largely 
unguided study required by their elders to reach a satisfactory standard 
of competence with no way to check whether such a standard has actually 
been achieved, (1966a: 140). 
In that same article, Citroen also justifies -formal training by 
pointing out that in a world where the translating profession lacks the 
recognition Is deserves, institutionalized training Is a practical way to 
achieve this end. Translators are poorly paid because they were not 
trained properly to begin with, thus formal training is a practical way 
out of. this visclous circle (1966a-. 140; see also Weis 1967: 21). ThIsview 
is echoed by P-P. CaI116 who points out that evidence of training in- 
spires confidence in the translator's proficiency. Also, suitably planned 
TT will enable gradually to eliminate incompetent translators (1974: 137). 
W. Keiser reports that the family of United Nations Organizations and 
the Commission of the European Communities have made the bachelor's 
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degree or Its equivalent a prerequisite for application for permanent 
translating posts, and that professional organizations such as the 
American Translators Association 'have stressed the desirability of 
academic training becoming the normal access road to the profession, 
(1969: 2, emphasis added). In this respect it is interesting to note 
the difference' between European and American experience: In Europe, 
from the outset, the need for highly specialized training was accepted 
and established -- and, considered an end In itself, while the same is 
not true in USA (Arjona 1980: 25). 
It is a more common belief that literary translation, being more 
creative than other forms of translation, Is the least teachable (see 
footnote 22). Yet M. Snell-Hornby argues that It can be taught, and 
that the literary translator should be given specialized training just like 
the technical translator (1983). 
Despite this prevalent trend to recognize formal training, there 
Is no lack of sceptics. A certain amount of scepticism in a new 
discipline like TT could be Ignored, If It did not stem from the very 
persons for whom everything is designed: the translators and translator 
trainees themselves. On the one hand, it is common to hear graduates 
from T/I courses complaining that they have not learnt many useful 
things, and that their competence, if any, comes from postgraduate 
efforts. On the other hand, self-taught translators seldom consider 
formal training necessary. As no survey of any scale concerning this 
matter has been carried out to date, one can only resort to episodic 
records. 
The scarcity of writings opposed to formal training must not be 
taken as a sign of universal support. It might as well be thatthe oppo- 
sition does not bother to write. Being 'practical' professionals, trans- 
lators on the whole do not have the habit of theorizing. 
7 
In this respect, C. Schmitt, who published 'The Self-Taught 
Translator, (1966), is an exception -- if Indeed he Is self-taught. As 
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the sub-title 'From Rank Amateur to Respected Professionall implies, 
it is possible to reach that goal by self-tuition -- and that Is precisely 
what is explained in the paper. According to him, none of the basic 
requirements of a professional translator has to be acquired through 
anything like formal training. Reading through autobiographical ac- 
counts of successful translators, It is the norm to find that these 
geniuses became translators simply by a turn of fate, and there was 
invariably no formal training involved. M. Bullock's 'How I Became 
a Translator' (1966) is an archetype of these. 
8 
So far, the most explicit anti-institutionist view was probably ex- 
pressed in 1961 by A. T. Pilley. In his address to the Translators, 
Guild, he argued that interpreter's schools could be ?a snare and a 
delusion'. According to him, the number of professional interpreters 
produced by such Institutes was 'infinitesimal'. It Is almost impossible 
for anyone to interpret simultaneously If he learned his 12 at a school 
or university rather than being bilingual by birth or accident of upbringing 
(1962: 70). As a matter of fact, things have changed since his time, 
for the proportion of practising interpreters trained in T/I schools has 
been steadily increasing. 9 Such views are rarely expressed in public 
in recent years. 
Objections to TT usually take two forms: that translating Is an 
art whose proficiency cannot be profitably formalized, and that T/I 
involves untrainable qualities. In the lack of detailed reasoning on the 
untrainability of such qualities, these statement of Schmit's deserve 
careful consideration: 
Most translators are the product of a combined accident that 
find them bl- or multilingual and untrained in those cours, eswhich 
are required for such occupations as law, engineering, medicine -- 
or plumbing. In brief, they are self-taught. By the nature of its 
membership, the 
' 
translating profession is thus akin to publI6 re- 
lations, advertising, creative writing or politics where innate, - 
ability plus experience are the major qualifications. (1966: 123) 
While writings on interpreter training emphasize the importance of 
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some inborn abilities, such as audio comprehension and oral deliver- 
ance (see, for example, Longley 1978), earlier works on translating 
often maintain that It takes a poet to translate a poet. According to 
this view, TT is somewhat irrelevant, as few would believe that poets 
can be trained (see Ozerov 1979: 11). 
10 While many translation edu- 
cators would argue that this Is only true of literary translating, 
E. A. Nida believes that some inborn qualities are Indispensable. On 
one recent occasion, after describing some successful translators he 
wrote : 
Having met these men and many others who have become out- 
standing translators and interpreters, I have been forced to 
conclude that in a sense translators are not made, they are 
born. (1979: 214) 11 
L. Ozerov, summing up his article 'Are Translators Born', states 
that a happy combination of many circumstances and components is 
required for literary translators. Ultimately, 'the individual, the 
creative individual, is what matters'. His verdict on the nature vs. 
nurture controversy is quite even-handed: 
The answer to the question In the title is that translators are 
born in much the same way as poets are born. But a born 
translator must study, that Is, make himself -- create himself, 
I would say. (19 79: 12) 
With the establishment of T/I as a profession in the seventies, 
12 
and formal TT gains almost universal recognition, anti-institutionist 
views are becoming less visible. While few would deny that some in- 
born qualities are indispensable for a successful T/I career (as it is 
true of any profession), it is now difficult to argue that the-reliance 
on Inborn qualities and self-tuition is the optimal access road to the 
profession. The vigorous development of TT as a discipline In the past 
few years Itself is a concrete proof of the value of formal teaching. 
This statement of F. Healeyls must be representative of the convictions 
of most translation educators and translators today: 11 would say that 
the good translator... must be born with certain necessary qualities but 
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needs a modicum of training to reach full stature, (1978: 58). 
2.1.2 Legitimacy of Academic TrAining 
If TT Is, as many argue, merely the passing on of mechanical 
skill and professional tricks, there Is little justification for making it 
a fully academic disciýline. 
As more and more universities and institutions of higher education 
set up formal regular T/I programmes, it seems to be taken for granted 
by many that this Is an appropriate measure (e. g. see Gachechiladze 
1965). However, there are some who think that the issue is worth con- 
sidering on theoretical as well as practical grounds, hence the titles of 
papers 'Academic Training of Translators: a Debatable Issue, (Howder/ 
Cramer 1973) and 'Why a University Translation Programme, (Jordan 
1979). As is the case with the debate on formal training, the challengers 
are comparatively silent, probably for the same reason they simply 
ignore TT. Anti-academic views, or their existence, are more often 
hinted at, In reports such as: 
The question Is sometimes asked whether a university should 
be concerned with the professional training of Interpreters and 
translators, and one may have some doubts as to the appro- 
priateness of including such training in an undergraduate degree 
course In modern languages. (Coveney 1976: 121). 
These questions are invariably raised and answered In the positive by 
academics. 
The most common argument against academic training Is that T/I Is 
simply a skill, acquired not by scholastic teaching, but mainly by 
repeated practice under supervision, familiarizing oneself with the 
working environment and rules, and widening one's horizon in life 
(see those arguments against teaching theories In 2.2.1.3). Very little 
of such training can be profitably conducted In the academic context. 
When It is successful, non-academic training can gain public recognition 
all the same. Though not stated explicitly, this is probably what 
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P. Longley means When she says: 
The choice of a Technical College rather than a University 
[for setting up her interpreting programme] was deliberate. 
Intensive training of graduates for a specific profession is 
not an 'academic subject, per se, it is an applied technique. 
(1978: 46). 
Indeed, this distinction between 'academic? and tprofessionall 
training Is an important, but often neglected one. In Europe, for 
example, most T/I schools are distinct administrative units of TT, 
and are 'professionalt In this sense. Judging from their curricula, 
some are more facademically oriented, than others, with broader edu- 
cational objectives and more theoretical approaches. The fact that a 
programme is offered within a university is not necessarily an indication 
that it is I? tcademict, for ziýany post-graduate courses are strictly 
tprofessionall, consisting of craftsmanship training and little else. 
American T/I programmes are generally more academic than profes- 
sional (Arjona 1980: 25-27): very few of the hundred or so existing 
curricula are designed according to the established professional 
European tradition, (ibid, 29). 
As in other aspe. cts of TT, the professionals, view on this sub- 
ject deserves careful consideration. The editors of Meta sent question- 
naires to Canadian translators in 1966 to solicit their opinions on TT. 
When asked, 'Une certaine formation professionnelle est-elle n6cessaire 
au traducteur? ', most of the respondents answered in the positive 
(, Indispensable', frequisel, futilef, ndcessaire, ); but when asked 'Est-ce 
qu-Ion peut rdellement former un traducteur dans une classeT, they 
answered mostly In the negative. One respondent wrote: 'Aprbs des 
cours de traduction, lfdtudiant West pas traducteurf. Another ýxplained: 
La rdponse est ? non'. Lldcole, le coll6ge, Ifuniversitd et jusquIA 
un certain niv 
' 
eau moyen, les cours de traduction prdparent 
progressivement a la profession. Llexp6rience, comme en tout' 
domaine, slacquiert au jour le jour ft mesure quion fait face h des 
probltmes nouveaux. 
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On parle en, effet beaucoup d6 I cours de traduction'. Cf est la 
ddsignation un peu artificielle dfun enseignement des langues 
puisque la traduction West pas une discipline en sot comme la 
litt6rature ou les math6matiques. En effet, on enseigne et on 
apprend les langues, et celut qui possbde A la fols sa propre 
langue et une langue dtrangbre, proc6de a la ? translation, ou 
passe de Itune hL I'autre sans apprentissage particuller. Le 
niveau des. dlbves diplOmds ou non qui sortent de certains de 
ces cours est g6ndralement trbs moyen, car lienseignement 
qu, ils y regoivent-ne peut combler les lacunes antdrieures. 
(D. Leclercq, quoted in Bernier 1967: 30) 
Again, as one would have expected, opinions on this Issue expressed 
In academic journals are one-sided. Some writers argue on the. grounds 
of Intellectual ability: 
... at the postgraduate level there is surely a place in a Univer- 
sity for a course which* prepares selected graduates in the 
techniques required for work, as professional linguists (i. e. 
interpreters, translators, pr6cis-writers) in International 
organizations. These posts demand a high level of intellectual 
ability, as well as skill In foreign languages, and It is my con- 
tention that a university has much to contribute to the prepara- 
tion of candidates for such careers. (Coveney 1976: 121, 
emphases added) 13 
L. Tinsley, Jr. , former Chairman of American Translators Associa- 
tion's (ATA) Committee' on", Translator Training, defends the 'ivory-tower, 
approach to TT by stating that it has been the Initial approach to virtu- 
ally every earth-shaking development in the history of human knowledge. 
He argues that the academic scholar Is valuable in his own right. Ac- 
cording to him, purely 'practical' workers would function more effectively 
in everyday affairs, but would be ? woefully lacking in vision', while a 
government of scholars would have great vision but would be ineffective 
in running society. The solution to this dilemma Is a reasonable balance 
between the theoretical and the practical (see Howden/Cramer 103: 15-16). 
In another paper, Tinsley states that 'the ATA is firmly committed to the 
belief that the best translators are, produced by sound academic training 
supplemented by experience, (1979: 249). 
A. Jordan justifies training in the university by pointing out that 
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the alms of TT should be to show the students that translating requires 
great powers of concentration, lively awareness, disciplined thought and 
a flair for invention, to help them to cultivate these qualities, and to 
teach careful reading and coherent and correct writing in at least two 
languages, and that the university is the best place for such training 
(1979: 2). (There Is a difference of opinion, within the, pro-institution 
camp, as regards when, or at what level, TT should take place, see 
2.1.4 below. ) 
M. Gravier believes that a university is a suitable place for TT 
because it provides, among other things, the necessary diversification 
of opportunities to learn: 
Pourquoi ne pas enseigeer la traduction k l'Universit6? Mais 
alors en pleine lumläre et non pas ä la sauvette en lul laissant 
la place du pauvre, dans lfannexe dfun institut dont la matibre est 
le frangals, Pallemand ou lfanglals, cette fois dans une deole 
sp6eiallsde regroupant les combinalsons linguistiques utiles dans 
un pays donnd. (1978: 210) 
He also argues that TT In a university not only assures the standard 
of teaching, but also benefits from the research conducted there. 
2 . 1.3 Qualities Required of Trainee 
The desired qualities of prospective translators Is another topic 
commonly discussed. Gravier is rather exacting In his expectations: 
Qu(bls sont les dons que lion devralt ddceler chez un futur traducteur? 
D'abord il faut quill solt intelligent, quill possbde und grande 
rectitude logique et beaucoup de sens psychologique, quill ne 
slenferme pas a lul-meme et sache suivre le raisonnement 
d'autrul. En second lieu, nous devons etre stir quill maltrise 
blen sa langue maternelle. En troisl6me lieu, les connalssances 
du futur traducteurs devront 6tre test6es, en ce qui concerpe 
les deux langues 6trangýres (ou de d6part). Bien entendu, nous 
nfadmettons dans nos 6coles que des personnes ayant d6jA subi 
une solide formation dans chacune de ces deux langues, faute de 
quoi nos 6tablissements deviendraient des dcoles de langues', 




Pan's requirements of admission to his Chinese-English trans- 
lation course include a university degree, 'intellectual honesty', 
ffervent interest in things Chinese,, proven ability in SL and TL 
writing and speaking, knowledge ability of liberal arts with a major 
In one or two specialized fields, and the ability to work under pressure. 
The ATA recommends that T/I students should have had fthe equivalent 
of 2 years of college level study in the foreign language? (ATA 1975: 3) 
While nearly every translation educator emphasizes the utmost 
importance of mastering languages, not all believe that this Is the 
inost valuable asset. Of training literary translators, Ozerov says: 
Of the two qualities, knowledge of language and talent, preference 
must be given to talent. But given the presence of that rare 
quality, the main prerequisite is knowledge of the language. 
(1979: 12). 
I 
What is meant precisely by ftalent, is not made, clear. It might well 
be akin to the tcreative imagination, which Nida regards as the key 
element In translation success, (19 
' 
81: 402). in another paper, Nida 
emphasizes that a really successful translator must have facility with 
II 
words, imagination, intelligence, and perhaps most important of all, 
a love for his own mother tongue (1979,. 214715). 
14 
. 
Healey points out 
that language mastery Is not enough, and that TT cannot- automatically 
turn every competent linguist into a good translator: 
Good translators must be a special kind of linguist, usually, 
but not necessarily possessing all the other attributes of good 
linguists, but having a special facility for rendering Ideas ex- 
pressed in one language into another language with accuracy 
both of meaning and style. (1978: 57) 
Many writers also consider ? general knowledge' (sometimes re- 
ferred to as culture g6ndrale) indispensable. Due to the wide variety 
of subject matter contexts In which translators are required to work, 
this ability is closely related to verbal Intelligence (Carroll 1978: 124). 
Keiser's (1978: 18) requirement of Interpreter candidates that they at 
least have good general knowledge of the major fields of daily human, 
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interest, be they political, economic, scientific or cultural' is equally 
applicable to translating, for without'them comprehension and self- 
expression-are hardly conceivable. 
15 He also points out that, the 
success of TT depends to a large extent on the students, previous 
education and training (Keiser 1978: 12-13). Some schools expect 
students to have completed L2 cultural training. 
16 The Geneva School, 
for example, specifies that ?a leur entrde It litcole, les dlbves en 
sont pour la plupart 4 ce degrd de culture et de savoir oi se trouve 
le titulaire d1une maturitd ou le bacheliert. (Isord 1960 : 72). (European 
schools tend to emphasize the Importance of cultural training prior to 
and in the course of TT, see 2.1.5 below. ) 
Some writers stress the importance of the mastery of a variety 
of languages, and, for that matter, a. 1good' combination. When choosing 
interpretive trainees, Longley discourages candidates with knowledge of less 
than three languages: 'The day of the bilingual interpreter,, even"in 
Africa, is almost overt (1978: 45,47). This is also valid for trans- 
lators, as a knowledge of a third of fourth language helps, among other 
things, to understand Language fully. D, L. Gold explains why some 
combinations are more"useful than others: Greek/Chinese/Spanish and 
Spanish/Dutch/Danish, for example, ý are unfortunate combinations with 
little market value (1975: 107). In many parts of the world, however, 
T/I trainees are expected to be proficient in only two languages. Hong 
Kong is such an example (Pan 1977). In the United States, too, a demand 
for more than two languages is not always realistic (Arjona, 1980: 64). 
There are discussions on the requirements of technical translator- 
trainees. R. D. 'Burke (1963: 378) considers a 'scientific background In 
one of the major technical disciplines, more essential than L2 qompetence. 
His Ideal set of selection criteria Is the possession of an advanced 
degree in one of the scientific fields, competence'In two or more 
languages, ' and a sincere dedication ?. to the Idea of ultimately being able 
to produce high quality scientific translatiowin his own and related 
fields'. In a Unesco publication on scientific translating, it is'explained 
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that it Is easier to find technicians who know foreign languages than 
linguists who are at the same time technicians. As the former are 
rarely prepared to change to a translating career, It is suggested that 
translation trainees should be recruited from young people with a tech- 
nical background who know foreign languages, or have good aptitude 
for learning some (Unesco 1957: 161). A. G. Readett, however, em- 
phasized the Importance of L2 competence for scientific translation 
trainees- 
The standard of knowledge of the language must, at the very 
least, be that of an Honours graduate, after two or three years 
of residence in the country where the language is spoken, or of 
a similar period of continuous and practical use of the language 
which has been studied academically. (1958: 136) 
Convinced that 'the stapdard of a qualified technician' should 
be 'the indispensable general basis' required of the technical translator, 
Citroen suggests, the order of 'language training -- technical training -- 
translation training, (1959: 32-33). P. Suchodolski (1962: 18-19), after 
arguing that a technical translator should combine the talents of an arts 
graduate with the potentialities of a fully-fledged scientist, lays down 
three qualifications for the technical translation trainee: knowledge of 
languages, knowledge of scientific subject matter, and proficiency in 
the art of translating. Technical translators ought to graduate by 
passing an examination of academic level which qualifies them as pro- 
fessionals. 
Translating the Bible requires some additional qualities. E. M. Fry 
lists four basic qualifications expected of a trainee: oral proficiency in 
TL, written ability In TL, comprehension of SLT, the ability to make 
use of translators, aids, and 'the ability to organize himself aRd his 
work, so that he uses his available time and energy to produce a 
regular output of material without being closely supervisedt (1972: 431). 
Earlier, E. W. Smith (1945: 248) stressed the importance of prior 
training in divinity, competence In Greek and ifebrew, apart from tquali- 
fications of heart and soul as well as of mindf. The necessity of 
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spiritual qualities of potential Bible translators Is also underlined by-, 
Nida. He notes that in addition to good Intelligence, appreciation of 
the gospel message and thorough knowledge of his own language and 
culture, there is the spiritual prerequisite: 
The spiritual truths contained in the Bible are so essentially 
personal and describe psychological states which are so 
Intimate and subjective that one who has not himself experl 
enced the power of God in his life will find It, difficult, if 
not Impossible, to describe them adequately. (1950: 57) 
Discussing the qualifications for a potential 'general' translator, 
Nida expresses his agreement with TT specialists that fit is extremely 
difficult to test in advance what a person's potential as a translator or 
an Interpreter may be', despite the various tests available. However, 
it is possible to predIctwA great accuracy what a trainee's future 
success Is likely to be on the-basis of a few weeks, participation in 
a training programme (1981: 401-2). Recently there has been, research 
Into the procedures of selecting students, and reports should be- available 
in the near future (ARC 1979a: 79). 
As one can see from the above outline, most of the recommendations 
made are fairly vague. While it is impossible to dispute the desirability 
of qualities like 'talent,, fintelligencel, and 1creativ tion', or e Imagina 
to question the necessity of 'general knowledge?, TT writers seldom 
define them or 'explain how they are actually acquired. If TT Is to 
become an explicit 'discipline, a more precise description of the qualities 
required of trainees and a more systematic way to classify and assess 
them Is called for. 
2.1.4 Education Level of Trainee 
Translator training is dictated by the market and local situation, 
to the degree that most training, academic or otherwise, is, not. Like 
T/I itself, context overrules everything in TT. 
1 
ý. Thus it Is one thing 
to talk about ideal situations, another to cater for the dictatorial demands 
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of political and economic 'factors. Translating can be taught at different 
levels of the education hierarchy: pre-tertiary education; undergraquate, 
and post-graduate. Though for practical reasons, TT sometimes takes 
place at astonishingly low levels,, nearly all, TT writers Insist on very 
high levels. 
The descriptions of existing programmes speak for themselves 
(see 2.4 below). Very few, if any institutions accept trainees below 
university entrance level: Readett requires 'knowledge of a language 
to Honours- degree standardf (1958: 136), Gold proposes that trans- 
lation schools 'should be open only to holders of, a bachelor's or master's 
degreef (19751 108) , Burke expects ? an advanced 
degree. in one of the 
scientific fieldsf -(1963: 378), while P. V. Hendrickx states that fthe 
level of this tuition should be very advanced, (1975: 103), and J. Darbelnet 
prefers specialization at the master's level (19771 189).,, Tinsley argues 
that a well-qualif ied translator, should probably have at- least the equiva- 
lent of a master's degree, and proposes that T/I training should be first 
conducted in universities at the undergraduate level, to be followed by 
two years of training In a translation school (Tinsley/Horn 1971: 11). 
In training Interpreters, Longley considers Ideal trainees to be between 
23 and 35, with a degree In subjects other than languages, and knowing 
three languages (1978: 47). When asked 'A quel niveau se situe la 
formation prdrequise A la formation professionnelle? f, the consensus 
of opinion of the respondents to the Meta questionnaire Is that it should 
take place at undergraduate level in a university, or Its equivalent. As 
one respondent explains: 
Le traducteur a pour mission principale de reproduire fidblement 
dans la langue qui lut est propre des textes dcrits en un ou 
plusieurs idiome 
,s 
6trangers. Avant city parvenir, il. a da 
acqu6rir la connaissance de sa langue maternelle par un 
enseignement de qualit6 requ dts le plus jeune age ettout au 
long-de sa scolarit6. En niveau de lienseignement secondaire, 
il a entrepris 1,6tude de langues mortes ou vivantes, en a 
assimiI6 progressivement la grammalre et le vocabulaire et 
slest lanc6 dans la version ou le th6me. Dbs lors, 11 est 
traducteur ... d6butant, 
il est vral. (Leclercq, quoted in 
Bernier 1967: 29) 
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Among those who agree, that a university is Ideal for T/I training, 
some prefer to train undergraduates, others postgraduates. Regarding 
this as a 'fundamental qpestion, (1982: 43), J. Coveney explains: 
Opinions may differ as to the desirability, or even the feasibility, 
of including training in conference interpreting In an undergraduate 
degree course but at the postgraduate level there is surely a place 
in a University for a course which prepares selected graduates in 
the techniques required for work as professional linguists (i. e. 
interpreters, translators, prdcis-writers) in international organiza- 
tions. (Coveney 1976: 121) 
It is noteworthy that TT is carried out in most institutions on the 
European continent at undergraduate level, while all but one of the 
tertiary education TT programmes in Britain are postgraduate ones 
(Coveney 1982). The rationale for conducting TT at postgraduate level 
is that trainees benefit more when they are mature, well-informed and, 
most important of all, linguistically competent. According to some 
writers, In many institutions where undergraduates are taught T/1,1 there 
is the mistake of the confusion between the teaching of languages and 
the teaching of Interpreting techniques, (Coveney 1982: 43; see also 
footnote 12). 
The lack of writings which argue for, or describe the problems 
of, TT at pre-university levels Indicates either. that it is. comparatively 
insignificant In occurrence and In contribution, or that it has failed to 
gain recognition. 
in the discussion of the level at which TT takes place, there is 
an obvious gap between Ideal and reality. Most trankation educators 
would prefer to teach at a-very high level. They would want the students 
to arrive with a full'education -- linguistically, intellectually, and cul- 
turally equipped, so that TT can be conducted on a ? micro' level (in a 
'pure, form, without linguistic, cultural, or subject training). In' reality, 
however, the opposite Is far more common. Generally speaking, the 
lower the level at which TT takes place, the more Imacr6f (and therefore 
less lprofessionall) it has to be. When conducted on pre-university levels 
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for teenagers, it cannot but become part of a fundamental general 
education. 
2.1.5 Targets of Translation Teaching I 
As W. Wilss points out, there are widespread disagreements over 
the aims of T/I courses as well as the means to implement these aims. He 
summarizes the problem under three headings: it is difficult to assess the 
need of individual organizations which eventually employ the graduates, 
not to mention catering for their individual needs, it is difficult to pre- 
dict the trend of the future market, and there is disagreement among 
translation educators as to what can -and must be achieved within the 
framework of a T/I course (1977: 117-18). 
When he established the first modern T/I school In Europe at the 
University of Geneva in 1941, A. Velleman concentrated on the develop- 
ment of some psychological attitudes needed for interpreting. These at- 
titudes were Identified by a study carried out at the same university in 
1931. In Velleman's own words, they are trapidit6 de comprehensiont, 
'intuition' , Idlocution, , Im6moiret , 'imagination?, ? attention', fle 
facteur 
affectiff and Iqualitds morales, (Velleman 1952, quoted in Arjona 1980: 
56-57). 
When asked 'Quelles sont les qualit6s ou les aptitudes que les cours 
de formation devralent ddvelopper? ', respondents to the Meta, questionnaire 
suggested the following: 
--La traduction devant etre exacte et soign6e. 
--Ie traducteur doit pouvoir comprendre un texte int6gralement 
et le rendre fidblement. 
--Fid6lIt6 ne veut pas dire traduction littdrale, mot A mot. Deaucoup, 
de libert6- toutefois dans la fid6lIt6. 
--Il faut de la souplesse et de Itobjectivit6. 
--Une certaine m6moire, de 11imagination, de la curiosit6, du tact. 
--Un prdrequis indispensable: - 
la connalssance excellente de la langue. 
ja qualit6 essentielle: du jugement. 
--Le sens critique et le pragmatisme. 
--La facult6 de saisir rapidement le sens d'un texte aussi abstrait 
soit-il, Paptitude A donner A la phrase traduite la tournure de la 
langue maternelle en st6cartant de toute influence 6trangbre. 
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Donner de la elart6 ä la traduetion diun texte dtranger plus ou 
moins n6buleux. Exereer aussi la mdmoire et entrainer les dlbves 
ä la traduction dict6e aprbs dtude du texte. 
--Les cours de traduetion devralent viser ä ddvelopper chez le 
tradueteur liesprit de recherche, la probit6 Intellectuelle, la 
facillt6 et 11616gance de Itexpression. (Bernier 1967: 30) 
Another decade later, translator educators describe the target of 
TT in more systematic and less vague terms. Darbelnet lists four aims: 
(1) In depth study of the languages involved, (2) acquisition of general cul- 
tural background, (3) composition, (4) Introduction to working methods and 
documentation (1977: 189). These are not dissimilar to the steps involved 
in the training of 'conceptual skill, suggested by Pan: (1) Basic skill in 
L2 comprehension, (2) acquaintance with the subject coverage, (3) Ll 
mastery, (4) 'orientation of the translated text to needed linguistic, semantic 
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and cultural controls', (5) development of style (1977: 42). 
The advance of TT towards explicity Is best exemplified by the 
concrete objectives specified by Wilss: 
1. the ability of the student cognitively to describe, explain and 
evaluate SLT micro- and macrostructures under syntactic, semantic 
and pragmatic aspects. 
2. the ability to develop strategies for communicatively efficient 
translational behaviour guaranteeing an adequate carryover of SLT 
variables Into the TL, 
3. the expansion of transfer competence Into operative transfer 
patterns or transfer formulae with the ultimate aim of building up 
text- and context-dependent and at the same time optimally stand- 
ardizable transfer techniques (not just one transfer technique). 
(1982: 183)18 
Judging from the literature on the curriculum contents, one gains 
the Impression that the Eastern bloc countries are more target-conscious 
than their Western counterparts. Reporting on a programme at Budapest 
University, G. Ferenczy explains that 'because of the specific demands 
of, the national economy and employment conditions in Hungary, the new 
system could not be based either on domestic tradition ... or on foreign 
models?. - He emphasized that their curriculum is 'based on practical 
requirements', and the Instructions are directly related to Hungary's 
social and economic needsl (1977: 181,182). At the Thlisi State Univer- 
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sity in Russia: 'Our system takes a close Interest in preserving the 
national inspiration of the, minor nationalities in the process of enriching 
their national treasures'. Consequently: 
The aim of training young translators In a republic Is not only 
to enrich the native culture of a small people, but to retain the 
purity and richness of its language. In face of the unprecedented 
spread, of knowledge of foreign languages in our century, the 
language of small peoples is threatened with levelling, under the 
influence of foreign language forms. (Gachechiladze 1965: 154) 
And the writer goes on to explain the theoretical bases of this target 
in'terms of Lenin's teaching concerning the acquisitions of the outer world 
as a reflection of reality (1965: 155). 
Due to the difference In approach to TT between European and 
American schools, the targets are not Identical on both sides of the Atlantic. 
In Europe, there is a greater emphasis on the issue of the general culture 
and maturity level of the student (Arjona 1980: 26). As revealed in the 
course descriptiorB, American schools tend to concentrate more on im- 
proving the language of the students. 
19 
. 
Again, as curriculum designers today are aware, concrete and 
specific education targets are indispensable for the formulation of realistic, em- 
pirically verifiable teaching goals. The establishment of precise targets 
agreed upon by educators should be another important step towards the 
professionalization of TT. 
2.1.6 Translator_ Training and Bilingualism 
Contrary to the assumptions of laymen, TT writers mostly agree 
that linguistic competence in no way entails T/I ability (, all natural bi- 
linguals are not translators' (Healey 1978: 54; see also ATA 1975: 2)), 
and coordinate bilinguals (, true, bilinguals with two native languages) may 
actually have to work harder to become competent translators than 
compound bilinguals (people who learn L2 later in life) (Napthine 1983: 21). 
Nida explains: 
Some people assume that profici 
' 
ent bilinguals will'be good , 
translators, but this may not be -the case. 
People may speak 
two languages well, but may have learned them in such diverse 
contexts that it is almost Impossible for them to move rapidly 
from one language to another or to express effectively the same 
thought in both languages. (1979: 215) 
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Healey argues too that compound bilinguals have an advantage over 
coordinate bilinguals as they are more aware of cultural differences 
In different societies (1978: 55). 
(An opposite view was expressed early in 1961 by Pilley, already 
noted in 2.1.1. He observed that Ia considerable proportion, of Inter- 
national conference interpreters was bilingual or trilingual by birth or 
accident of upbringing, and that 'most people who had learnt their foreign 
language at school or university would find It extremely difficult to reach 
the ruthlessly high'standard required at international conferencest 
(1962- 70). It is possible, however, that the requirements of 
conference Interpreting are different from those of translating. Also, 
the proportion of formally trained interpreters has Increased since those 
days. 
It Is widely accepted in linguistics that coordinate bilinguals have 
often acquired the two languages in different context-s, and use them in 
different situations. in this sense their bilingtial ability is far from 
perfect, and they in fact do not possess the necessary linguistic com- 
petence for T/I (Nida 1981: 401; ATA 1975: 7). 
Quoting experimental evidence, M. Bowen (1980:, 206-7) shows 
that bilingual societies do not necessarily provide the best environment 
for TT, as the two languages Involved often have become so similar 
to each other that they differ only in vocabulary. Moreover, translators 
are rarely required to perform equally proficiently in both languages. 
It is therefore a waste of resources to aim at native-like production 
ability in B languages. 
After explaining why bilingual fluency does not automatically imply 
T/I competence, Wilss sums up the conclusion of various studies on 
the ability of compound and coordinate bilinguals as translators. He 
points out: 
At any rate, the subordinate/compound hypothesis is for TT 
rather, irrelevant, because the student population in university 
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schools of translation and interpreting is mainly composed of 
students belonging to the compound group, -- with a more powerful 
native tongue and a less powerful foreign language competence. 
The natural preponderance of the native tongue over foreign 
languages means that normally a translator Is better qualified 
for L2/L1 translation than vice versa (exceptions may be LSP 
texts). (Wilss 1982: 182-83) 
2.1.7 Legitimacy of Ll-L2 Translation Training 
This leads on to another Issue related to bilingualism: should 
the students be trained to translate out of their A language(s)? , 
Most of the TT writers insist that this, should be discouraged. Most 
translation theorists and organizations advise against it (e. g. Finlay 
1969: 24-25; Cook-Radmorer 1964: 37). D. van Abbe observes that 
even in countries where FLT is successful and popular, the standard 
of Ll-L2 Iranslating is very unsatisfactory (1970: 40). This view is 
widely supported: 
It Is hard enough to train someone to translate or interpret 
well into his primary tongue, and no effort should therefore be 
made to accomplish the virtually impossible. If such courses 
are meant to be only exercises (i. e. to improve the student's 
knowledge of the non-primary language), it is doubtful whether 
translating or interpreting from the primary language is the 
most effective method. (Gold 1975: 107) 
It is generally considered impossible, In principle, to xnake a 
good job of translating into L2, but some translation educators do accept 
that translators In real life have to do'this at times, especially if their 
Ll Is not a widely used one (Citroen 1966.: 141; Hendrickx 1975: 102). 
Although it Is the policy of the Fdd6ration Internationale des Traducteurs 
(FIT) and its member organizations to Insist on T/I into Ll only, this 
rule is often unrealistic. Wilss, emphasizing the need to differentiate 
between two competenqe directions for translation into and out of Ll 
(1976: 120), admits that many schools 'in order to provide the market 
with optimally qualified graduates, are compelled to offer two-way trans- 
lation classes and require examination papers In both directions, (1982: 183). 
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Dathgate also reports a similar trend of Ll-LZ T/I training in Holland, 
and expresses regrets in the highly unsatisfactory results (1979: 4-5). 
In many parts of the world, it is the norm for court interpreters to 
interpret into as well as out of Ll, 'as E. Arjona cites the example 
in America (1980: 65). S. F. Horn favours L2-L1 T/I training on 
the grounds that this increases the traineets future market value. For 
the same reason, he also encourages learning to translate from C to 
A languages (1966: 148-49). There are TT writers who argue for the 
practicability of Ll-M T/I. X-J. Ahlsved (1977: 184) states plainly 
that there are countries where most translating work is done by people 
translating Into L2, with no possibility of radical change in sight. He 
thinks that, such arguments against such practices are, probably useful 
for translating the belles lettres, but are not valid in scientific -technical 
translating. Opponents, of L1-L2 translating fall to distinguish the dif- 
ference In the requirement of the linguistic quality of literary and technical 
translations. In the latter, the requirement is much lower, as the 
purpose 'is merely to present information in such form that the reader 
of the translation makes a cor'reci interpretation of iti. 
2.1.8 Separation of Translating and Interpreting Training 
Should T/I training be concurrent, consecutive, or separate? 
Most of the TT writers argue that the two are very different, thus 
the teaching methods must differ, as should the assessment of performance. 
Keiser (1978: 17) points out that although both belong to the family of 
language communication, the practitioners are not often interchangeable. 
The temperament of translators and interpreters often differ. The'' 
factor of speed and sheer physical stress in Interpreting has prevented 
many otherwise gifted translators from becoming conference interpreters. 
So, 'translation should definitely not be part of the curriculum during the 
actual period of Interpreter training,. Healey (1978: 57) also explains 
that the Interpreter must be able to make mental interlingual trans- 








Is usually not subjected to detailed scrutiny or analysis. The trans- 
lator has more time to ponder and his work has greater permanency 
and Is open to scrutiny and criticism. In order to achieve this kind 
of fidelity, the translator must be able to digest the TL thoroughly, 
and represent it naturally in his own words. In a recent paper, 
B. Harrlý(1981: 155-59) analyzed why it is advisable to teach T/I 
separately. Among the theoretical Justifications given is the fact that 
20 translators work on texts, while interpreters work on utterances. 
This point Is taken up by H. Keith, who explains that although the 
ultimate aim of the interpreter Is the same as that of a translator, 
the skill required and processing problems involved are different (1983). 
Despite these arguments, T/I are, more often than not, taught 
in the same programmes to the same students (e. g. see Coveney 1971, 
Ferenczy 1977). The published course outlines bear witness to this 
fact. 
In her comprehensive study, Arjona (1980: 59-61) identifies six 
types of T/I arrangements based on three basic models: 
(1) The linear model -- translation certification precedes inter- 
preting studies. The philosophy behind this model Is that translation 
studies can lay a solid terminological basis and facilitate linguistics 
skills useful for interpretation. Hidden In this approach may be the 
bias that interpreting work is superior to or more difficult. than trans- 
lating. 
(2) The parallel track model -- T/I training conducted on a 
parallel basis, students can enter by either track, and switch to -the 
other later. No one can receive both concurrently. 
(3) The forked track model -- students first complete a core 
programme before branching off to T/I. The degree granted at the 
end Is either. 
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2.1.9 Recruitment of Technical Translator Trainees 
Is it more effective to train linguists or technicians to become 
technical translators? Translation educators are divided on this issue. 
Burke represents those who prefer to training technicians: 
obviously, It would be preferable to train technical translation 
students able to demonstrate definite linguistic talents or 
possessing some previous language training at the outset. A 
more important requirement, however, is that the student 
possesses a scientific background In one of the major technical 
disciplines. We have found that it Is possible to teach a 
scientist, with very little or no language background, excellent 
scientific Russian translation techniques in a course of in- 
struction lasting one year. Conversely, however, It would be 
quite impossible to train a linguist to become a competent 
scientist in such a brief span of time. (1963: 378) 
This argument for the desirability and practicability oftraining 
technicians Is supported by the Unesco report mentioned in section 
2.1.3. 
Exactly the opposite view is expressed by Readett (1958: '135). 
He explains that there is never sufficient work in one field to employ 
fully the time of a translator specialized in one particular subject. 
On the other hand, a really capable translator has an adaptable mind 
and is capable of grasping without difficulty at least the essentials of 
a new subject, especially with the help of subject specialists. Moreover, 
a trained scientist or engineer rarely has the command of B languages 
that a professional linguist will have. When translating from L2 or 
L3, the expert knowledge of these specialists will tend to outweigh their 
relatively less complete knowledge of the language. It is thus very 
easy for them to misinterpret the author's Intentions. Errors made in 
this way are usually not serious, but they may also falsify a quite sub- 
stantial part of the author's argument. Furthermore, imperfect knowledge 
of the SL may make It quite Impossible for the specialist to deal with 




This debate will undoubtedly go on. 
22 But as the course outlines 
testify, most of the undergraduate programmes train 'general multi- 
linguists, who specialize later In their careers, while some postgraduate 
courses train specialists with L2 to translate. Again, it is the local 
situation, not theoretical convictions, that governs the practice. 
2.1.10 Qualities Required of the Translation Teacher 
Some writers repeatedly emphasized that TT must be practised by 
'professionals'. The following argument of Keiser's is typical: 
Strangely enough, while nobody would claim that medicine should 
be taught by somebody who has never seen an Ill person, or 
music by somebody who has never been to a concert, there are, 
still now, quite a number of schools pretending to train inter- 
preters where there Is not one conference interpreter among the 
faculty , and where most if not all teachers have never been in 
an International conference let alone seen interpreters at work. 
They buy the well known texts by Herbert, Rozen and Van Hoof, 
and off they go happily training Interpreters. They know languages, 
have an Idea of translation, and that, for them, Is. enough. But 
it Is not enough, alas, for the students, and what comes out of 
those schools... are precisely those poor people we have seen 
being shot down In. flames in the selection tests of international 
organizations.... (1978: 13) 
Though not always realized in practice, this principle seems to be widely 
supported (see Coveney 1982: 44; ATA 1975: 3; CaIlld 1974: 138). 
Besides there Is also a body of opinion against full-time T/I teaching, as 
this would divorce the teacher from the market reality. Longley insists 
that he should be practising his art concurrently, as 'there are some things 
that only a professional can teacht (1978: 53). 
Wilss Is specific In defining the competence required of a translation 
teacher: % 
1. a comprehensive transfer competence, 
2. an awareness of SL/TL surface divergencies , 
3. an Interest in TT problems, 
4. the ability to adapt learning theories to the field of TT, 
5. the ability to develop translational achievement tests for con- 
trolling the translational learning progress. (Wilss 1982: 183) 
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2.2 Curriculum Content 
Directly or indirectly, most of the works on TT suggest what to 
teach, and sometimes how. Outlines of programmes of various schools 
provide first-hand data on what is being taught, In what proportion, and 
in what sequence (see 2.4). However, it Is useful to highlight some 
points which are raised recurrently. 
2.2.1 Controversial Issues 
There are a few issues in TT where opinions differ or even 
polarize. This Is due to differences In theoretical outlookor local neces- 
sities, or both. Among these Issues are whether language and linguistics 
training should be part. of TT 
*, 
whether theory should be taught, and 
whether there should be career-oriented specialization. 
Reporting on these debates under separate headings, though neces- 
sary, can be misleading, as they are in fact closely linked up. For 
example, the amount of FLT needed depends on whether flinguistst or 
'specialists, are to be trained. The latter question, In turn, depends, 
among other things, 6n the degree of specialization that Is considered ap- 
propriate. Also, whether linguistics should be taught Is part of the 
question of whether theories have a place in TT. 
2.2.1.1 Provislon_of Language TrainlIg 
Many T/I schools, particularly the Internationally reputed ones, 
Insist that 'language training and TT should not mix. Gravier, 8 statement 
below Is typical of this standpoint: 
Une kcole de traduction West pas -- - ne doit pas etre -- une tcole de langues vivantes, mats une Ecole ouverte A ceux qui ddjA 
maltrisent solidement deux ou plusieurs langues vivantes et viennent 
apprendre Part de traduire. (1978: 202) 1- 
Keiser's argument is almost the same: 
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... 
interpretation courses are not language courses.... 
the would-be student must have mastered his language before 
entering into the course. of course, he will improve his 
language proficiency during his studies ... but he must 
have 
the required mastery of his active and passive languages 
before starting the Interpretation course. otherwise he will 
constantly stall and stumble under the tremendous pressure 
of interpretation per se. (1978: 13) 
In an earlier article, he complains that many students are not properly 
equipped in languages: 
Translation classes thus become a mere exercise In language 
not translating, just plain language, or they degenerate, into 
terminology workshops of a very basic nature -- in both cases 
a time-consuming exercise in exasperation for the teacher and 
frustration for the student. - 
(1969: 2-3) 
On paper at least, neaily every school at whatever level demands 
high standards of A and B languages, ' some more explicitly so than others. 
Readett, for example, sets the minimum requirement as a-'knowledge of a 
language to Honours degree standard", in addition to 'two or three years 
of residence in the country where the language is spokent (1958: '136). ' 
When such a policy is actually carried out, there should be hardly any 
need for FLT within the programme. In describing a course In Vancouver, 
J. Repa (1981: 395) explains that aI thorough- knowledge' of Ll and L2 is 
required, and there is a rigorous'- language proficiency examination to, 
screen applicants-. 'Resultantlyý the program was not designed to improve 
the students, proficiency in either language'. 
Yet this conviction is hardly universal. Language, instruction does make 
up a considerable proportion of many a T/I programme. This can be 
explained by the fact that T/I is sometimes taught well before proficiency 
in two languages can be reasonably expected, often In countries where 
FLT Is uncommon. Thus TT runs parallel to second language teach- 
Ing. It is usually the case that some FLT is provided In the earlier 
stages, and fades out later. Wilssts description of the Saarbrilcken 
course might be typical: the first two semesters (of eight) are devoted 
to intensive B and C languages training (fbecause our beginners, mastery 
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of their foreign languages Is not adequate for us to start translator .ý 
training'right away'), and TT is postponed until the third semester. In 
this way, optimal efficiency Is guaranteed (1977: 119). L2 training Is 
taken for granted by many (e. g. see N. N. Eharma's description of the 
post-graduate programme in Kuwait University (1983)). 
The legitimacy of FLT is confirmed in the. Unesco report on 
technical translating: vDuring this training period, the future translators . 
perfect their mastery of those foreign languages which they already know 
and may learn another languaget (1957: 161). Studies in the structure, 
style and literature of the Source Language (SL) throughout the translation 
curricula are recommended by the ATA (ATA 1975: 3-6). Describing his 
programme In Belgium, G. Cammaert reports that the'curriculum con- 
sists of fcorrection du langage derit et oral', f6tude du vocabulaire et 
de Ivorthographel, fahalyse de textest, fcomprdhension du texte', tltdtude 
de la grammairef, etc. (1977: 242). Similar contents are reported in 
Quebec (Darbelnet 1979- 196), and In Budapest (Ferenczy 1977: 182). 
Burkels description of his course 
_In 
California must be an extreme case in 
emphasizing FLT: 
Although Russian grammar,, syntax,, -inflectional [sic], patterns and 
idioms must continue to be stressed throughout the entire course, 
we have found that after some twenty hours of concentrated 
grammar, the student is able to begin translating phrases, then 
sentences, and finally entire paragraphs under guidance. The rate 
of progress is'such that after twenty hours, from one full hour to 
one hour and a half may be spent each weekthereafter solely on 
translation techniques. One or two classes are adequate to instruct 
the use of the Russian alphabet, rules of pronunciation, and basic 
rules of syntax and inflection. In subsequent lessons, full declen- 
sions are introduced along with complete conjugations of both 
aspects of the Russian verb. (1963: 379) 
On a theoretical level, there are translation educators who believe 
that language Instruction (in the form of contrastive grammar, for example) 
Is an indispensable part of TT. 
23 For C. R. B. Perkins, TT Is mainly 
discussions about the lexical and syntactical problems that arise in trans- 
lation. According to him: 
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It is the teacherls task to point out systematically where common 
patterns of equivalence differ, so that the student learns to be 
wary of mother tongue interference.... he should Illustrate a priorl 
these differing patterns of equivalence by means of clear examples. 
Obviously the number of such patterns, or ? translation principles, 
... to be illustrated and discussed, depends almost entirely on the 
teacher's selection. (1978: 237) 
Such emphasis on contrastive lexicon and syntax is also found In other 
writings, Including R. Goffin (1971: 62-64). (This tGrammaticall approach 
to TT is analyzed in Chapter 4. ) 
Some writers also propose the inclusion of Ll training in TT. 
Nida Is one of them: 
One way of encouraging a deeper appreciation for the genius of 
one's own language is to teach people to write or translate for 
different audiences on different levels. This requires a conscious 
manipulation of the forms of language, and frequently this can be 
assisted by some practical orientation in so-called generative- 
transformational grammar. (1979: 215) 
Though this Idea Is seconded by others, Ll training Is not often found 
in the curricula published. It should also be noted that Ll training in 
TT (e. g. M-M, rewriting, see, 2.3.1) takes the form of training In style 
and text criticism, and, Is different from the lexicon- and syntax-based 
L2 training offered. 
2.2.1.2 Provision of Linguistics Training 
Language improvements must not be confused with instruction 
In linguistics, the advisability of the Inclusion of which Is a contro- 
versial issue (Healey 1978: 55). Here is a typical anti-linguistics view: 
Students should be taught how to use languages rather than be 
given information about them. They should be given the in- 
struction and training that will allow them to practise their 
craft properly, rather than that. required for the theoretical 
and scientific study of the language. (Hendrickx 1975: 102) 
So far, judging from the course descriptions available, the Inclusion 
of linguistics in the TT curriculum is the exception rather than the 
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norm. Some educators argue openly against it: 
11 nfest pas n6cessaire que notre futur traducteur entre dans 
une des grandes chapelles linguistiques de 11heure -- sera-t-on 
meilleur traducteur, parce que lion est devenu saussurien, 
guillaumien, disciple de Martinet ou encore chomskolatre? 
(Gravier 1978: 203) 
Many translators and translation educators would agree with the view 
of Jordan that fit has yet to be shown that linguistics has a relevant 
contribution to make to the general practice of translation, (1979: 2). 
Nevertheless, soirie writers hold the opposite view: 
A fundamental subject, which is unfortunately not taught In most 
if not all schools for translators and interpreters, is linguistics. 
This was the case, for example, in the schools observed by the 
author -- an especially- surprising and distressing discovery since 
one was the home of the founder of modern, structural lin- 
guistics and the other is now a major center for applied 
linguistics. It was also shocking to find that none of the teachers 
at these schools had any training in this field either. (Gold 
1975: 107) 
A. Napthine reports that In Western Europe, TT curriculum 'often 
includes an introduction to linguisticst (1983: 22-23). Coveney's account 
of his master programme In English-Arabic translating bears witness to 
the value of linguistics in training T/I skills: 
The object of the one-year programme is to develop a high level 
of competence in the students, ability to translate from and into 
English and Arabic; It also aims to deepen the students, under- 
standing of the structure of English and Arabic, as well as to 
broaden their knowledge of linguistic -variation, in order to increase 
their sensitivity to translational equivalence between the two lan- 
guages. The degree scheme includes translation from and into 
Arabic of material of an economic, legal, political and technical 
nature; English linguistics; contrastive Arabic/English linguistics; 
applications of the computer to machine translation. (1983*: 4) 
Similarly, J. C. Sagar explains the benefits of teaching linguistics: 
'Lectures in general linguistics can particularly emphasize the theory 
of translation and serve as a basis for more detailed theoretical work 
In Individual languages, (1969: 2). 
24 Some TT theorists even apply 
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concepts of specific schools of linguistics to TT. H. ýA. Hurren, for 
example, demonstrates the practical application of the functionalist con- 
cepts of fmonemet and the 'grammatemet, among others, to help students 
to understand the problems of T/I (1983). 
This argument on the usefulness of teaching linguistics, is closely 
linked to the one concerning whether theory should be taught, which is 
reported below. I 
2.2.1.3 Usefulness of Teaching Theory 
Another of the hotly debated - topics which often divide translation' 
teachers and students as well a's translation educators and translators is: 
Should theories of translation. be taught? 
'Theory, seems to be a-dirty word for many. It seems to be 
fashionable to argue that 'a practical linguist Is better than a theoretical 
25 
one' . 
Similarly, It Is common to find in reports on T/I programmes 
that theories are deliberately avoided. Ferenczy's on the'Budapest 
programme is typical: 'No theoretical instruction is given; the training 
consists entirely of practical sessions, (1977: 182). There is no lack 
of anti-theorists who see theory and Practice 'as opposing entities: 
Much that has been written about translating, especially since the 
war, and In particular about the translation of scientific or tech- 
nical documents, has been far too theoretical and has only, confused 
the issue. No doubt, information theory and research in terminol- 
ogy have their plice In academic research; nevertheless, these , 
must surely be elements of long-term research, and can, in my, 
opinion, contribute little at the moment, at any rate, to the solu- 
tions of the day-to-day problems which face us. (Readett 1958: 138) 
Following such logic, the absence of theoretical training In TT is a 
virtue. Hence 'pragmatic' and. 1practicall have become favourite adjectives 
to describe T/I courses. 
26 
Themselves theorists, many writers are In favour of teaching 
theories. As quoted in 2.2.1.1, 
, 
Gold was shocked when he discovered 
that the T/I schools he observed taught no linguistics. He recommends 
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I 
that 'a course in the theory of translation Is also desirable, (1975: 107). 
Defending the teaching of theory In a course of his, Harris pointed out 
that students can benefit from theories as long as they have practical 
translating experience . (1983: 13). 
As their titles suggest, P. Fawcett's ITeaching Translation Theory, 
(1981) and I. Mason's 'The Role of Translation Theory in the Translation 
Class, (1982a) unequivocally affirm the place of theory in TT. Fawcett 
gives reasons which account for the lack of enthusiasm for fo 
I rmal trans- 
lation theory courses (1981: 141-42). Mason examines the relation between 
translation theory and TT, and concludes that when theory stops short at the 
word-group level (as is the case with contrastive linguistics, for example), 
the student may fall to link it with practice. I 
Only by applying it to actual 
texts can insights at abstract level be seen, as, relevant.,, He explains in 
concrete terms how this can be done in the curriculum. 
Keiser (1969: 5) considers the ? theory of translationt an important 
part of the syllabus. His approach is one -which is practised by many 
translation teachers. The Idea Is to make short exposds (15 to 20 
minutes) dealing with a vast range of subjects. Theoretical instruction 
would not necessarily be given In a pre-established order, but as practical 
problems arise or whenever questions put by the student, warrant a more 
thorough explanation. 
Wilss, who favours teaching theory, completes his programme by 
a course In- 'the, science of translation' with lectures, tutorials and pro- 
seminars. Not devoted to rpractical learning aims', this course serves 
to help the students to think about translating and Interpreting analytically: 
Toý investigate the various factors' involved'in Interlingual syn- 
chronization processes, to Integrate those therefrom proceSisual 
regularities (and non-regularities) which then can be exploited 
for a number of theoretical and practical puýposes. (1977: 120) 
It would be erroneous to assume that professionall translators, .", 
being 'practical' people, are 12so facto anti-theorists. In the Meta 
questionnaire, the respondents have no prejudice against theory in their 
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answers to the question 'Les cours de formation dolvent-ils faire une 
part plus large A la pratique quid la thdorle? ': 
-- Les cours de formation dolvent faire une part beaucoup plus 
large A la thdorle quIA la pratique, Stant donn6 que les cours 
ne durent que quelques mois ou quelques anndes alors que 
la pratique dure toute la vie. 
-- La thdorie, car la pratique viendra quand le traducteur mettra 
la main A la pate. Il est primordial que le traducteur connaisse 
les diffdrencees IntrinsMues des langues.... 
-- Je ne crols pas uniquement A la pratique, it faut aussi de la 
thdorie. 
-- Si thdorie signifie dtude des langues, 11 faut le plus possible 
mener de front la thdorle et la pratique de la traduction, effectuant 
ainsi un tapprentissage, rationnel. (Bernier 1967: 30) 
While the debates on theory are going on, '' the fact remains that 
most T/I programmes are fqr from, theoretical. As R. P. Roberts 
reports: 'Most translation programmes have only one three-credit "theory 
of translationn course In an approximately ninety-credit programme, (1981: 
193). In any case, as Perkins points out, 'The translation of selected 
texts [of differing style and content] remains the principal activity within 
the translation class, (1978: 241). There are some, like C. W. Frerk, who 
compromise and favour' a period of theoretical training, at school, and 
another one of practical training in the translation department of a large 
organization (1963: 365-66). Wendland underlines the importance of both: 
'Just as theory without practice Is dead, so also practice without continual 
direction and stimulation from theory profits little, (1982: 125). 
As translation studies become more and more sophisticated, and 
the application of modern linguistic insights to translating proves in- 
creasingly rewarding (see Chapter 3) linguistic theories as well as trans- 
lation theories are gradually establishing a permanent place in TT cur- 
ricula, as reported In various recent surveys of T/I schools (e. , g. Napthine 
1983: 23; Teuscher 1983; see also 3.2.4.3). The foundation of regular 
postgraduate courses in translation theory and professorial chairs In 
translation theory in American and European universities in recent years 
are both indicators of this trend. 
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2.2.1.4 General versus Specialized Training 
Knowledge of languages, however comprehensive, is not enough. 
Personal,... intellectual,... and moral qualities are also required, 
but even these essential qualities will not make for a good inter- 
preter unless they are backed up by solid knowledge of the sub- 
ject in hand. (Herbert 1952, quoted in and translated by Fraser 
1983: 87) 
These comments on the utmost importance of subject competence in 
Interpreting can be equally applied to translating, according to some 
writers. While hardly anyone questions this view, opinion is divided among 
T/I educators as for the desirability and practicability of providing 
specialized subject training within the T/I curriculum. The fact remains 
that some schools aim at producing ? general' linguists, others train 
specialized translators and interpreters. 
Full-scale specialization Is uncommon due to three reasons: 
1. the schools do not always have the necessary resources, especially 
qualified teaching staff; 
2. it is difficult to predict the requirement of future jobs; 
3. translators will go through specific training In the house, anyway. 
These are reflected In Hendrickxfs report: 
Obviously, no school can, provide tuition and training in all the 
fields of knowledge a translator may ever need to be familiar 
with; it should, however, be possible for schools to provide basic 
tuition of such quality and scope that the translator or inter- 
preter is capable of adapting himself to new circumstances in 
a limited period of time. (1975: 103) 
This view is affirmed'by Citroen, 
27 
who also envisages that some T/I 
schools will differentiate their programmes, each school giving the type 
of course 'in harmony with Its character'. While no detailed sUidy of* 
any particular subject Is provided, students can be equipped with a sound 
basic knowledge of a few broad fields such as science, technology, law 
and economy (1966a: 143-44). 
28 Judging from the outlines of many pro- 
grammes, this Is In fact the case. These orientations in various fields 
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are advocated in Hendrickxf s report- 
The teaching of languages and of translation should be supplemented 
by a 'general' education covering a wide range of subjects such as 
economics, politics, law, technology. This. again should be com- 
plemented by some kind of specialization, e. g. , in electronics, 
medicine, commerce, agriculture, chemistry, the fine arts. Whether 
this specialization should take place before, during orý after , 
the 
actual tuition period remains an open question, since conditions 
may vary quite considerably as regards both the available facilities 
for language study and the nature of the demand of translation. 
(1975: 102) 
While it Is not easy to adjust curricula without more precise information 
from the ultimate employers as to their requirements, many schools are 
prepared to Introduce more specialized training with the assistance of 
employer-organizations . (Freric 1963: 366). 
On a theoretical level, Suchodolski argues that while specialization 
is absolutely necessary for technical translators (though not within the 
T/I programme), there Is a danger that the specialized translator will have 
a lack of 'universal knowledge', and lose Interest In the search of it 
(1962: 18). 
In a sense the debate about specialized training is not about its 
necessity, but Its quantity. While almost everyoneý agrees that some kind 
of specialization Is useful, It is pointed out in the Unesco report that 
, there must be a level of technical competence beyond which any increase 
will not improve the quality of the translated material,. Thus the urgent 
need is to determine this level, and devise means to test it (1957: 167-68). 
Arguing for the provision of specialized training, Longley explains 
that this is not the same as producing subject experts. Rather, the aim 
is to break down the barrier of alien language and Ideas of the specific 
subjects, especially when the students have hitherto received language 
training and little else. After this training, students can use the same 
language as the experts they translate, and above all not The afraid to 
understand, (1978: 49). In K. Reiss's TT model, translational specification 
with career-oriented special training becomes the last of four TT stages, 
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following the first- three which form the 'basic studiest (1976: 336ff). 
Napthine, In her survey of TT, points out that the aim of modern trans- 
lation training is to combine the skills of a subject specialist and a 
linguist, so subject training should have a place In the curriculum, as 
is the case with 'the typical four-year course in Western Europe' (1983: 
21,24). At Heriot-Watt University, for example, T/I students are 
offered a choice of 25 to-30 'elective' subjects taught by another depart- 
ment, such as Economics, Business Organizations, and Industrial Re- 
lations (Fraser 1983: 87). 
Apart from practical needs, there are theorists who link subject 
training with educational ideals. E. Lippmann, after stating that quality 
education means exposing students to' a wide range of education opportu- 
nities providing them with various kinds of learning experience, recom- 
mends a closer link between schools and employers: 
... novel 
learning experiences which may be the product'of an 
exciting dialogue between language education and industry have 
not been exploited In translation -- not even in translation work- 
shops dealing with a variety of material under the supervision 
of experienced professional translators. It is precisely, such 
learning experiences which could be achieved by including in the 
curricula not only translation-oriented courses, but also courses 
which may be on the periphery of translation, and. courses which 
essentially contribute to an enhancement of the translator's role 
as an influential factor in business and society. (1976: 163) 
Like many other aspects of TT, there are no simple answers to 
the questions raised in these controversial issues discussed throughout 
2.2.1. It is possible, though, to generalize principles and to identify 
trends of the shifts of opinion. As pointed out in 2.1.4, the distinction 
between micro and macro TT is useful In the classification of those 
Issues debated in 2.2.1.1 and 2.2.1.4. The 'purity, of TT can only 
increase with the raising of the education level of the'trainees. As for 
the Issues debated In 2.2.1.2 and 2.2.1.3, oppos'ition'to the teaching of 
linguistics and Itheoriest in general will decline with the latterts ability 
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to demonstrate its relevance to T/j. It Is comforting to note that both 
language studies and -translation studies have been improving in this 
respect, after a period of failure, as analyzed In Chapter 3. 
2.2.2 Topics and Sequence Proposed I 
2.2.2.1 Individual Sub)ects 
Apart from those subjects discussed in 2.2.1 (language training, 
g, career-oriented specialized training, translation linguistics trainin 
theory, etc. ), TT writers suggest a variety of topics which, in their 
opinion, should have a place In the curriculum. 
In this respect, the practitioners, view would prove to be particu. - 
larly valuable, as they should know what turns out to be us eful. In 
answering the question 'Sur quels sujets les cours de formation devralent- 
ils porter? I, the respondents to the Meta questionnaire suggested a wide 
range of subjects and areas, ranging from broad disciplines like Ila 
grammairel, Ila terminologiet, Ila litt6raturet and Ila s6mantique, to 
specific instructions like Iles anglicismes, and Iles faux amis', and from 
more theoretical abstractions like Ile g6nie particulier des langues, to 
practical professional orientations like Ila documentation, and Iles institu- 
tions qu6b6coises' (Bernier 1967: 29-30). 
The teaching of SL culture, is. recommended by many writers, and 
is emphasized In the curriculum suggested by the ATA (ATA 1975: 3). 
P. Isor6 
-went 
as far as, stating that ten chacun de se's aspects, 
lienseignement de la traduction est un enseignement de culture, et il 
ne peut pas etre autre chose, (1960: 74). 
29 
Instead of, linguistic and cultural training, and, apart from 'practical 
exercises, some translation . educators propose systematic professional 
orientations. Among the most elaborate of these Is Keiser's 'Translation 
as a Profession, (1969: 5), with the following subjects: 
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1. Theory of translation -- literal versus free translation, the limits 
of translation, bibliography. 
2. History of translation -- the role played by translation In history, 
the importance of translation today, bibliography. 
3. Great translators their achievements and techniques. 
4. The translator at work --the mental process Involved (comprehension, 
transposition, and final re-creation), the techniques and material work 
involved (techniques of reading, research, final transposition, etc. ), the 
translator's aides (material and human), working conditions (as a free- 
lancer and as a staff translator), and the translatorts responsibility (ethical 
codes, etc. ), as well as the set-up of translation services and professional 
organizations. 
There are also curricutmn planners who take great pains to devise 
theoretical programmes. W. Koller, for example, breaks down trans- 
lation theory Into three areas to be taught separately: 
1. Applied translation theory preparation of textbooks and handbooks, 
etc. 
2. Specific translation theory application of the results of general 
theory to specific language pairs and text types. 
3. General translation theory -- models of translation, translatability, 
strategies and techniques, text linguistics, etc. (1978: 69-72). 
Fawcett, however, considers this'list incomplete, ýand supplements 
It with the following topics: history of translation theory and practice, 
translation rules, special forms of translating (intralingual, Inter-semlotic, 
transcription, etc. ), speciaLmodes of translating (dubbing, interpreting), 
machine translation, translation quality assessment, contributory dis- 
c1plines (1981: 144). Under the heading of 'Translation Theory', he 
would like to see these topics covered: 
1. History of theory and practice -7- schools of thought throughout 
history, awareness of the culture-bound nature of translating, etc. 
2. Models of translation and their usefulness. 
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3. Text linguistics -- theories of text typology, features of various 
text types, etc. 
His review of the sequencing of contents of the major works on 
translating is inspiring: 
An analysis of major publications on translation theory reveals a 
wide variety of approaches. Smith (1958), Brower (1959), and 
Arrowsmith and Shattuck (1964) are compilations rightly described 
by Le ' as Imethodologisch recht uneinhettlich, and hence of little VY 
help to the syllabus designer. 
A more unified approach Is suggested by Catford (1965), and 
Wilss (1977), both of whom structure their books around central 
topics of translation theory.... 
Another candidate for sequencing is to be found in the mode 
of presentation adopted by Nida and Taber (1969) and Le ' (1969), both VY 
of whom discuss each phrase of translation process in turn. 
A third organising principle is provided by the kind of approach 
suggested by Savory (1957), Jumpelt (1961) and Reiss (1971,19761a]) 
where translation techniques and problems are considered according 
to text type. 
Finally, we have the approach adopted by Moepfer (1967) who 
looks at translation strategy throughout history, and Kelly (1979), 
who analyses the way in which major translation concepts have been 
handled at various times. (Fawcett 1981: 145-46) 
Advocating the application of fsItuation theoryl in TT, Bathgate 
(1982: 17-18) suggests that the curriculum should be situation-oriented: 
all typical situations' encountered in source texts within the student's field 
of specialization have to be introduced In the course one after another as 
far as possible. It is the task of the course planner to identify and 
arrange these situations. 
Concerning the training, of biblical translators, J. Beekman suggests 
the following areas: the effective use of Informants, the use of commen- 
taries, lexicons and versions, translating procedures, and the correction 
of translations (1965: 59-62). 
In some schools, T/I training is basically a broad-based liberal 
arts education. It is thus not surprising to find courses In philosophy 
Oogic and psychology), law, economic sciences, history, sociology and 
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aesthetics, among others, in Cammaert's description of programmes in 
Belgium (1977: 241-43). Under ides cours gdn6rauxt, there are courses 
in sociology of language, comparative study of Indo-European languages, 
general stylistics, dialectology, etc. 
Sometimes apparently minor, but undoubtedly useful, topics in 
specific contexts are proposed. Burkefs description of punctuation training 
is such an example: 
Another problem is posed by certain peculiarities in Russian 
punctuation -- particularly the use of the comma. The rules 
governing its use in Russian are quite different from those 
governing its use in English. Furthermore, the Russians use 
a comma in the decimal system where a period occurs in 
English.... Soviet scientists are given to setting down data in 
extremely long, inverted, complicated sentences.... The 
Technical Russian student can be taught to alter basic punctu- 
ation and to construct shorter sentences but he must not alter 
the meaning of the work in so doing. (1963: 380) 
2.2.2.2 Sample Curricula 
These include descriptions of existing programmes which can serve 
as examples to others of similar nature, as well as 'abstract' constructs 
aiming at some degree of universal validity. The latter did not appear 
until the mid-seventies, and point to a new era in TT theories. 
The earliest account of a modern T/I course is that of Vellemants 
in 1952. It describes the programme at the Translation School of the 
University of Geneva which he founded himself. The curriculum was an 
Innovative one that broke away from traditional philology-oriented language 
studies, based upon multidisciplinary studies within a contemporary 
current events framework (Arjona 1980: 55). According to this model, 
there are five main areas of study: 
1. Area studies -- taught In the language of the country being studied, 
covering the country's history, civilization, and political, social, and 
economic systems. 
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2. Multidisciplinary studies -- conducted by specialists in other depart- 
ments, including International Public Law, Social Legislation, Statistics, 
etc. 
3. Applied language arts and linguistic studies -- aiming at strength- 
ening Ll and L2 verbal and writing skills. 
4. Practical courses. 
5. Aptitudes -- including comprehension speed, memory, imagination, 
concentration, etc. 
This 'general modell of TT Is significant because it became the basic 
pattern adopted and elaborated upon by most of the T/I schools In the 
West (Arjona. 1980: 57). 
In sharp contrast to the. typical T/I programme on the European 
continent, the curriculum recommended by the ATA (ATA, 1975: A-6) is 
language -oriented. Training in L2 (studies In structure, style and literature), 
and Ll (studies In structure and writing practice) seems to occupy up to 
half of the time throughout the course. The rest consists of I translation 
workshops, including theoretical Instructions (introduction to the history 
and theories of translation and tools of the trade) and translation- practices, 
and 'elective coursework in a research field or in area studies of the 
source language area, or in a second language' 
A curriculum for technical translator training is put forth by Sag I er 
(1969: 2). His idea Is to combine 'general studies, -and 'actual 'study of 
L21 is a four-year degree course. The former, consisting of itheory and 
techniques of translation, the use of reference tools, the study of, styles... 
the study of language registers?, is to be conducted In L1, and occupies 
about a third of the syllabus. It serves to provide a broadly ý- based- general 
education. There are also courses on principles of science and 'mathematics 
and an I ntroduction to engineering, as well as ones on history, social, - 
structures, legal system , etc. These can be Integrated Into the plan of 
studies for languages by selecting relevant texts for translation and , 
analysis. In L2 and M training, the socio-cultural background Is empha- 
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sized. Topics like contemporary literature and the analysis of literary 
forms are also Included. First-language training, too, forms an essential 
part of the programme., There are also lectures in general linguistics. 
There are courses In scientific translating which are'much less 
bro ad-based. The one proposed by A. Schorp (1964: 11-12), for example, 
has an unusually heavy emphasis on subject orientation, at the expense of 
Itranslatingf. The programme consists of two cycles. 'In the first, 
there is more elementary training In mathematics, physics, chemistry, 
and technology. Under technology, for example, there are 'notions sur 
les mati6res plastiques' and Imoteurs triphas6s et alternateurst. In the 
second cycle, there is specialized training In subjects'like physics- 
chemistry, bio-medicine, and geography -geology-geophy sic s. 
An example of-the TT curriculum for government translators is 
provided by Pan (1977: 46-48). After pointing out that a suggested pro- 
gramme can only provide basis for discussion and any final realization 
will have to be individually tailored, Pan proposes a training course which 
consists of 'comprehensiont and rpracticalt parts. , The, former includes 
courses In contrastive linguistic analysis, selected readings in SL literature 
and history, review of International organizations, translation development, 
-, translation aids, technical translating, etc. The latter includes exercises 
in target language (TL) writing, TL rhetoric and public speaking, trans- 
lating exercises, translation criticism and discussion of translation 
problems. 
It is common in ýthe USA for universities to offer undergraduate 
courses which combine FLT and T/I. The four-year curriculum, proposed 
by Horn (1966: 150-51) Is in many ways typical. In the first year, there 
are courses in modern literature (A, language), composition in X-and B- 
languages '- basic training in C language, as well as lessons on government, 
history and philosophy conducted, in A language. In the second year, there 
are courses in classical literature (A language), translation practices 
from B Into A language of general and historical texts, composition In B 
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language, advanced C language training, area studies (A language), as 
well as lessons, in economics and law conducted In A language. In the 
third year, there Is translation practice from B Into A language of con- 
ference and economic texts, classical literature (B language), translation 
practice from A into B language of general, historical and political texts, 
area studies (B language), style and composition (C language), together 
with lessons In linguistics, physical sciences, technology and art. In 
the last year, there are translation exercises from B into A, from C Into 
A, and from A into B language of varying degrees of difficulty, pr6cis- 
writing and abstracting from B into A language, modern literature (C lan- 
guage), and lessons In linguistics. The student also has to write a thesis. 
A curriculum for a translation seminar Is outlined by A. E. Kunst 
(1977: 89-91). He divides the seminar into four parts: 
1. readings In theory, (including works on translating such as those 
by J. Levý, R. A. Brower, J. C. Catford and Nida, works, on linguistics,, 
and works on contemporary literary theory); 
2. articulation of the participantis bilingual situation (examination of 
dictionaries, grammars,, etc. ); 
3. L1-L1 translation exercises; 
4. 'actual translating'. 
. 
The curriculum of the first 'Translator's Institute, sponsored by the 
Bible Societies is described by W. D. Reyburn (1963: 1-5). This pattern 
of organization in contents and schedules was repeated -in, later institutes 
held all over the world. The curriculum is divided Into lectures and 
work sessions. There are lectures on biblical studies, the science of 
translation (symbolic systems, problems of meaning, types of corres- 
pondence between languages, etc. ), and linguistics (phonetics, orthography, 
language changes). In the work sessions, participants are asked to prepare 
a selection of their translation, giving a word-for-word interlinear trans- 
lation, which will be discussed collectively and individually. 
The contents of training programmes for national biblical trans-! 
k 
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lators reported by J. A. Loewen (1969: 140-42) Is quite similar: 
1. General translation background -- dynamic equivalent versus formal 
correspondence, contextual versus verbal consistency, etc.; 
2. biblical background; 
3. theory and practice of translation -- analysis and exegesis, levels 
of language, capacity of the receptor, etc. 
4. style -- sociolinguistic considerations; 
5. translation skill. 
Fry also describes a programme along the same lines, but apparently 
aims at less educated nationals (1972: 432-34). 
So far, the most elaborate scheme In syllabus design is proposed 
by Reiss (1976: 330-36). The framework of her model is built upon a 
three-tier learning process system postulated by-general teaching theory 
(preparation, development, and Independent application) and on the dis- 
tinction between four areas of competence, which are essential to the trans- 
lator. After an In-depth analysis on the problems1of TT curriculum 
planning, she describes the contents of the scheme, in detail. In the first 
stage ('preparation'), when the emphasis Is on general, linguistic and 
subject related training, the plan of practical teaching content includes: 
1. Introduction into the study of word'content and linguistic fields 
(lexicology, semasiology, onomasties); 
2. grammar Instruction; 
3. SL and TL receptive and, reproductive stylistic training; 
4. introduction to general, comparative and historical linguistics-, 
5. Introduction to communication science and textual science (text- 
linguistics, text-typology, text-pragmatics). 
In addition, there is instruction in cultural studies, specialized subject, 
and documentation which carry on throughout the whole training period. 
The student is encouraged to do Independent scientific work. The second 
stage (fdevelopment? ) focuses on the development of translational com- 
petence. The student Is taught, both In theory and practice, conscious, 
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appropriate, and purposeful ways of handling an SLT which Is to be 
translated. In terms of actual teaching, the content includes: 
1. Lexicography; 
2. Introduction to contrastive or confrontative grammar and comparative 
stylistics, with reference to a particular language pair; 
3. Introduction to psycho-, soclo-, and pragma-linguistics; 
4. introduction to the history and theory of translation. 
In the third stage fformation'), the emphasis is on the practical exercise 
of translation techniques learnt in the previous stage, leading to their 
Independent use. The teaching content includes: 
1. Comparison of translation (as source of insight into translational 
performance)-. 
2. ' translation criticism (as piqactice In the objective judgement of onets 
own and others, translational performance); 
3. translation practice (towards achieving Independent performance). 
After the above 'basic studies', there will be a 'development staget 
for particular career-oriented training. The teaching content of this 
stage takes account of the wide variety of careers in which scientifically 
trained translators are needed. The emphases are chosen by the student 
according to his prospective career. Reiss also explains the rationale 
for sequencing: 
The didactic principle governing the order is progress from the 
general to the particular, establishment of competence before 
training in performance, or in concrete terms: the student is 
. equipped with a basic knowledge of the complex 
factors of* inter- 
lingual communication before he himself has to make translational 
achievements. A second didactic principle which, particularly at 
the third stage, seems indispensable is progress from the simple 
to the difficult. This principle must be borne. inmind both for the 
order of the types of text chosen for all three named teaching 
contents and in respect of the degree of difficulty within these 
types of text. (1976: 336) 
******* 
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Comparing the translation curricula'proposed and realized since the 
beginning of TT literature (e. g. Velleman 1952, Horn 1966, Reiss 1976), 
one would be struck by the fact that their backbones do not differ very 
much. Basically, they are made up of interlingual training, intercultural 
training, tprofessionall training, and practical exercises. What has 
changed over the years is the diversification of topics and the sophisti- 
cation in identifying teaching objectives (see 2.1.3). Out of the abstract 
and unrelated topics proposed instinctively (such as those quoted in Bernier 
1967), translation educators gradually draw up systematic curricula pat- 
terns with an overall view of T/I based on specific . didactic principles 
(e. g. Reiss. 1976, Wilss 1982). As described below, new methods have 
appeared (2.3), and emphases have been changing (3.2). Nevertheless, 
the evolution from Intuitive designs a generation ago to elaborate explicit 
constructs based on current linguistic and translation theories is a good 
example of the progress of TT. 
2.3 Teaching Methods 
Apart from discussing general ideas and the theoretical - issues, 
some writers advocate various methods which can be'used In TT. 
2.3.1 Methods Within the Classroom 
Exercisesý in practical T/I and criticism of translated works are 
undoubtedly the most common activities in T/I training. Early in the 
1920s, G. Rachinsky developed a literary translation syllabus based on 
these methods. It consists of four stages: 
1. Collective criticism -- comparative analysis, of existing translated 
works in class; 
2. collective translating In class; 
3. individual translation home assignment; 
4. individual criticism -- existing translated works as well as home 
assignments (see Ozerov 1979: 11). 
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The Importance of practical translating exercises and their choice 
is emphasized by Gravier: 
Pour liessentiel, la traduction dtant un art, lienseignement 
repose sur une sdrie d1exercises pratiques. Le problbme 
p6dagogique numdro un est sans doute pos6 par le choix et 
Itarticulation de ces divers exercises -- entre eux, & 
ltintdrieur de chaque combinalson linguistique et entre leg diverges 
combinaisons linguistiques -- par leur gradation, par leg re- 
lations h dtablir entre ces textes que lion va traduire et leg 
fcours gdndreux, .... (1978: 203-4) 
Some translation educators prefer to delay translating exercises 
until after an Initial period of training. Mason (1982b: 175), for example, 
explains that the student Is not really in a position to translate until he 
is able to evaluate the SLT, and that some instruction in translating 
prior to such exercises Is beneficial. In their place at the initial stage, 
exercises should be developed to encourage a reading strategy In the 
student. G. Toury (1980b) also proposes that before the student is re- 
quired to translate according to various target-determined models, he 
should be'exposed not only to original writings in the TL, but also to 
translations into them by Professionals, so that he will become aware 
of various translation norms and their effects on translation behaviour. 
As an exercise in stylistic training, Nida (1979: 215) proposes 
translating for different audiences on different levels. Error analysis, 
too, can be effective in alerting people to some translation'problems 
(see also Stine 1972: 203-6). 
The use of L1-L1 rewriting exercises is proposed by Kunst 
(1977: 92). The idea is to Isolate one literary or linguistic structure, 
give an Instruction on how it Is to be alerted, and the learner has to pro- 
duce a new but similar text. Among other things, he can learn. ' one at 
a time, various skills useful for translating. Kunst cites some examples 
of such exercises, including exercises In register, narrational prosody, 
topical continuity, topic-comment analysis, metaphoric sequences, and 
text insertion (1977: 92 96). 
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Pr4cls-writing is another common activity. As P. Russell, one 
of its advocates, points out, It is particularly well-suited to 'TT since - 
It develops the student's ability to read and understand a text, ý to -transmit 
content accurately in another form, ý and to compose In his own words a 
passage which reflects the ideas of the original (1981: 239). After intro- 
ducing the various ways in which prdcis writing can be put into effective 
use in T/I classes, she concludes: 
'Pr6cis-writing, as an academic exercise, develops many of the 
practical skills ' 
needed in the process of translating. In the sum- 
marizing process, the student usually works within rather than 
between languages; however, the intellectual exercise has much in 
common with translation. By teaching the student to focus on 
ideas rather than words, and on contextual rather than linear re- 
construction, pr6cis-writing is an asset to a translation programme. 
(1981: 246) 
This view Is supported by Sager, who thinks that Interlingual and intra- 
lingual abstracting, summarizing and reporting do not only have obvious 
practical value, but also train the learner in his critical analysis of a 
text (1969: 4). H. Kaiser (1975) devises a method of requiring students 
to take notes as in consecutive interpreting as a preliminary exercise 
for translating. This method is, suggested as a valuable tool in trans- 
lator training. 
The use of re-translation exercises is Introduced by H. van Hoof 
(1961: 16-18). One student translates a text from language X to language Y, 
his translation is then given to another student to be translated back to 
language X. Then the re-translation Is compared critically with the original 
text. This examination throws light on the process and problems of Inter- 
pretation and transposition. Recently, M. Conenna proposed 'multiple trans- 
lation, (producing and analyzing various versions of the same SLT for dif- 
ferent purposes) as another method of training in a translation course 
(1983). 
In his discussions on the nature of TT, Wilss (1982: 186) points 
out that one of its main alms is to identify and eliminate errors. To 
achieve this end, it Is necessary to build up a teaching and learning 
1 
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situation which takes into account all the contextual factors relevant to 
TLT production, combining descriptive, explanatory, and evaluative com- 
ponents of translating (1976: 128-30). From the pedagogical point of 
view, the clause/sentence is the easiest-to-handle unit. According to him, 
as far as clause -sentence -based TT is concerned, all teaching methods 
which take Into account the three factors which constitute the translation 
results are useful. The three factors are the communication function 
of the SLT, the authorts stylistic competence, and the translator's com- 
petence. Then he proposes a five-step TT operation to train a student 
to analyze the SLT, to reproduce it, and to check the result: 
1. Syntactic, semantic and stylistic analysis of the SL sentence 
against the background of Its textual concatenation with preceding 
and subsequent sentences of the same text, 
2. description, explanation, and evaluation of clause/sentence- 
bound lexical, syntactic and stylistic TD, 
3. optimal elimination of ascertained TD with the help of compen- 
satory transfer procedures, If necessary, via one or several 
translation interim stages, 
4. critical assessment of the semantic and stylistic TE of the 
TL clause/sentence with the help of text-immanent yard-sticks, 
possibly revision of decisions and qualitative scaling of trans- 
lation alternatives, 
5. back-translation of the translated clause/sentence into SL for 
operational comparison of the stylistic arsenal of SL and TL and 
the bi-directional description of potential interlingual TE rela- 
tions on clause/sentence level (Wilso 1982: 186). 
A 'joint sessiont method which combines classes working on dif- 
ferent languages is proposed by Gold: 
It also appears desirable at times to have two or more classes 
render the same source texts, e. g. ,a class in Yiddish-Hebrew 
translation might work on the same texts as one In Yiddish-English 
translation. In this way, teachers and students can consult. with one 
another on problematic passages, and interesting conclusions may 
be arrived at in the field of comparative translation. A third ad- 
vantage of such coordinated courses Is that they may be preceded 
by a 'joint session, at which a native-speaker of the source language 
gives an explication de texte or close reading, which will of course 
be helpful to students and teachers alike. A 'joint session, after 
both classes have completed their translations Is also useful. 
(1975: 107-8) 
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As culture plays an important part'in T/1, cultural training cannot 
be neglected In TT. R. W. Brislin describes five techniques used In 
cross-cultural orientation programmes which are useful in TT: cognitive 
training, attribution training, self-awareness training, behaviour modi- 
fication, and experiential training (1978: 206-9). 
Another method of studying cross-cultural meaning Is that of com- 
ponential analysis. Nida was among the first to employ it In TT, as 
reported by Reyburn on Nida's lectures: 
By this method the various components of the meaning of a, term 
are listed, then numerous expressions containing the term are 
examined. By indicating the presence or absence of the component 
in each expression one arrives at a graph of the meaningful com- 
ponents which Indicates the presence or absence of the components 
In various usages of the term.... Chain as well as hierarchical 
analyses of meaning served to show how languages differ greatly 
in the way In which they set up generic categories. (1963: 3) 
(Descriptions of similar methods can be found In other writings, _ see 
also 4.2.2.1). 
The 'folk taxonomiest method Is employed by Arjona (1978). Its, 
aim is to increase the learner's flexibility In the use of teminology at 
his disposal. This is basically a. systematic study of terminology with 
the inclusion of the hierarchy ýprinclple for introduction to the use of 
substitution and paraphrasing: 
To form such a taxonomy, a hierarchy is made in which the less 
numerous or larger items are placed at the top, and the smaller, 
more specific items are Included below the larger items. A sort 
of pyramid of items results. Since each item or- term is In- 
cluded in the more generic term above It, the resultant pyramid 
has been called an inclusion pyramid or an inclusion, hierarchy. 
Such an inclusion hierarchy can be made for nouns or for verbs. 
(1978: 40) 
In the same article, Arjona also describes some exercises which 
train cultural awarenesp. fRole playing, is one of them: 
Students are grouped into presentation groups made up of at least 
one representative per language group who must have the language 
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represented as an A language. Based on prior theoretical Als- 
cussions,, the students are given topics for further research, 
development, and presentation before the class. A very suc- 
cessful presentation has been one which contrasts the interplay 
of levels of language, forms of address, and the cues used to 
show respect or disrespect In English, French, German, Russian, 
and Chinese languages. By presenting this interplay In a multi- 
language, multi-cultural, contrastive manner, the unique verbal 
ways used by each language community to express overt and 
covert messages in this particular topic become evident. Moreover, 
the fact that there Is more to a communication act than the mere 
interplay of'words becomes clearly evident. (1978: 39) 
Along a similar line, Longley proposes the use of role playing in training 
interpreters (1978: 50-k). 
2.3.2 Methods Outside the Classroom 
To understand another culture adequately, many writers argue that 
the translator must experience it first-hand. Smith Insists that there is 
no short cut to a knowledge of people's mentality: the translator must 
go where the people are, fsit where they sit, spatially and ideologically, learn 
the language in daily intercourse with them and get to know the meaning of 
words by hearing them in their natural setting, (1945: 251). Suchodolski 
believes that 'only people who have had the opportunity not only to visit 
but to live and work In a foreign country can really become proficient as 
practising linguists, (1962: 19). From the pedagogical viewpoint, the 
best way to create such opportunity is to set up Schemes of student ex- 
change. Students at the Heriot-Watt University, for example, spend their 
third of the four years T/I training in two B language countries (Coveney 
1982: 45). Such arrangements are remphatically recommended by the ATAt 
(ATA 1975: 3). 
- 
To maximize the gain during the stay, practical exercises 
have been proposed. A detailed study on the effect of such a stay on 
T/I students was made by D. and M. Bowen, who also Investigated the 
Intercultural awareness to be expected from the stay, as, well as the 
technical facilities' which can enhance or prepare a stay abroad'and serve 
as follow-up (1983). 
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In 'Language Mastery Through Self-Instruction Abroad, (1980), - 
D. Birnburm presents many sophisticated exercises that are useful to 
the student. When Institutionalized, Ahey can serve as a basis for 
teaching methods to be employed during the studentfs period_of stay in 
a foreign culture. 
Practical work in a professional environment is also considered 
a most valuable part of TT (Coveney 1982: 44). The Idea of 'stages in 
ternest was proposed and tried out by D. Gouadec. Briefly, 
Ces journdes de traduction ont pour but de placer les 
6tudiants dans les conditions recontrdes sur le marchd du 
travail. Etant donnd la r6ussite de cette expdrience et 
les nombreux avantages qutelle pr6sente tant pour les 
dtudiants que pour les professeurs, elle m6riteraft dfetre 
6tendue. On pourrait dfune part consacrer une pdrlode 
plus longue A liuniversitd m6me A faire des travaux 
'professionnels, (stage interne) et dfautre part envoyer 
lfdtudiant dans les bureaux de traduction pour vivre plus 
concrbtement la vie de traducteur, (stage externe)., 
(Roberts and Blais 1981: 275) 
Following this idea, Roberts (1981: 197-200), proposes a three-phase 
practicum, during which the student Is first an observer,, then a trans- 
lator's assistant, and finally an apprentice -translator. During the first 
period, which lasts for perhaps two days, the trainee should be intro- 
duced to the work environment. During the second, he learns and per- 
forms under' supervision the various auxiliary' tasks related to trans- 
lating, Including documentation research, proof-reading, checking the 
translation agains t the original, 'and cut-and-paste jobs. In the last, 
the student may be given texts to translate and be expected to cope with 
all aspects of translating, working under the supervision of a reviser or 
a senior translator. 
This idea of apprenticeship Is emphasized by Frerk (1967: 187), 
who pointed out that for practically every other profession the theoretical 
training received in school must be followed by a formal apprenticeship, 
traineeship or articled clerkship, and translators should not be excepted. 
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His plan to have 'systematic practical training under supervision, for 
at least one year, preferably two years, in the translation department 
of a large organization, (Frerk 1963: 365,366; 1967: 193). 
Once the student has developed some degree of competence, it is 
highly desirable for him to be given the chance to do 'real' translating 
jobs for clients. The ATA suggests that apart from attachments to T/I 
organizations, it Is a good Idea to work for the local community by taking 
up 'emergency, charity, and courtesy translation work which does not 
deprive, professional translators of their right to earn a living? (ATA 1975: 
2). 
Various methods of training can also be combined and made com- 
plementary to each other in the same programme. The Summer Institute 
of Linguistics is such an example. There, ttranslation consultants, are 
employed to conduct: 
1. A three-week translation seminar for new members; 
2. individual supervision of each translator as he works; 
3. workshops, ranging from two weeks to three months in duration, 
at which some translators and consultants gather for seminars and for 
concentrated work on actual translation and supervision (Moore 1977: 161). 
As seen in the description above, TT writers proposed various 
methods which they employ as part of the curriculum. Undoubtedly, 
most of these methods are Invaluable as a means to an end. What is 
wanting, though, is an overall view of relating these methods to specific 
teaching objectives -- i. e. when each should be employed, and why. It 
would be a great step towards professionalization for TT to attempt to 
place each of these methods In a general translation curriculum, and to 
explain explicitly the rationale behind such a design. 
2.4 Description of Existing Courses 
About a hundred, or one-fifth, of the published works on TT report 
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on specific regular programmes. Some of them describe more than one 
school in the same paper, and some papers report on the same school. 
Institutions In twenty-three countries are covered, mostly in Europe. 
Geographically, apart from seven papers on Austral-Asian schools, 
two-thirds of the works describe European programmes, and one-third of 
them describe North American programmes. Canada Is the country with 
by far the most reports (seventeen in all), followed by the USA (16), UK 
(16), Switzerland (9), and Holland (7). (All are listed in Table 2-3. ) 
Over half of the schools described train translators as well as Inter- 
preters (separately or together). Some train translators only. Schools for 
interpreters only are comparatively few. 
It is not easy to categorize the programmes according to subjects 
or, areas. On the whole, most of them train 'general? translators and 
Interpreters (with some specialization). A few train biblical, journalistic 
or legal ones only. Recently, specific courses on translation theories 
have been Introduced. 
(A few works include lists of T/I schools all over the world. Among 
the more complete and up-to-date ones are Caill6 (1974), Congrat-Butler 
(1979), Arjona (1980) and Napthine (1983). ) 
5. Bibliographies of Translation Teaching 
Bibliographies of TT are comparatively recent creations. Among 
the collection of TT literature discussed above, there are eight which 
contain bibliographies of TT. They are published between 1973 and 1982: 
1. International 13ibliograplkv of Translation (Van Hoof 1973). Chapter 3 
on TT contains 266 entries under four headings: 'Training of Trans- 
lators', 'Translator's Institutest, 'Methods, Curricula, Examinationst, and 
'Translation Manuals'. These works are published in various European 
languages. As the compiler apparently takes a broad view of the scope 
of TT, many works cited have little direct relevance to T/I training, but 
discuss T/I in general instead. 
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2. tA Babel Bibliography: Schools and Training of Translators, (Rado 
1975). A list of 29 articles which appeared In Babel , mostly In English. 
Some are reviews of books on TT. 
3. 'A Basic Bibliography of Books on Translation Studies, 
1956-1976, (Holmes 1978). ' Section 4.1 on TT consists of two entries, 
but there are also TT works cited in other sections. 
4.1 Travaux de recherche enterpris A It tSIT, Paris (fin Novembre 
1978), (AIIC 1979b). Lists six doctoral works on various aspects of T/1, 
some of which are relevant to TT. 
5. ECCE Translator's Manual: An Annotated Bibliographical Handbook 
on English-Chinese Chinese-English translation with documentation and 
Organization Information (Deehey/Chau 1980). Section E of the biblio- 
graphy contains thirteen annotated entries on TT. One of them was 
published in Chinese, the rest in English. 
6. 'The Didactics of Translation and Interpretation: An Annotated 
Bibliography, (Roberts/Blais 1981). By far the most informative biblio- 
graphy available, though there is an emphasis on Canadian contributions, 
some of which are not easily accessible outside Canada. It contains 88 
entries, with a French summary of each. Only material published In 
French and English is considered. The entries are carefully classified. 
7. Übersetzen und Fremdsprachen Unterricht (Bausch/Weller 1981). 
Contains some works on TT. 
8. 'Bibliography: Trainingi (The Editor, Channels 1982). A list of 
thirteen works on TT, published in English, French, German and Russian. 
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3 
LANGUAGE STUDIES, TRANSLATION STUDIES, AND TRANSLATION 
TEACHING 
3.1 The Relation Between the Three 
3.1.1 Translation Teaching as 'Applied Translation Studies, 
I 
As reported In the last chapter, TT, like translating Itself, has 
yet to form anything like a full and coherent account of its practice, let 
alone a unified theory of it. Also, like translating, TT is highly 'context- 
dependenti, as factors like the students, quality and market demands over- 
ride Ideological convictions on the part of the translation educator. 
Even so, local 'contextst apart, how TT is carried out ultimately 
depends on the translation educator's conviction of what translation is 
about, or is. The latter falls within the scope of translation theories, 
which Inevitably shape the philosophy of the translation educator in his 
work, even when translation theories are not explicitly taught (the decision 
not to teach It is itself part of that philosophy of translation). 
Thus, in a sense, all translation theories are TT theories. After 
all, translation theories are but Insights accumulated systematically. They 
should, if anything, help one to understand better how to translate. 
From this viewpoint, translation theories are by nature didactic. It is 
therefore not surprising that the theory and practice of TT usually reflect 
the current view on what translation Is about. 
It can be misleading to talk about 'translation theories, as such, 
as if there are properly developed theoretical models or entities carefully 
considered by practitioners. In fact, in recent years, one is repeatedly 
reminded that there are, after all, no significant translation theories. 
The very existence, possibility and value of translation theories have 
2 been thrown Into doubt (Newmark 1981: ix, 19; 
, 
Steiner 1975: 279). 
This does not imply, though, that there is a lack of serious, albeit un- 
systematic, contemplation and explanation of the problems of translation 
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(Wilss 1982: 51-53). These Insights can be grouped under the heading 
of ttranslation studies', -and this Is the label that is used throughout 
this chapter. 
3 
As reported in 2.2.1.3, there are translation educators who are 
sceptical of theories, and insist on practice and 'practicall training (e. g. 
Ferenczy 1977). At the other end of the continuum, there are also TT 
programmes with heavy emphasis on translation theories (e. g. Keiser 
1969). It is probably accurate to generalize that the direct and indirect 
influence of translation theory on TT has been increasing in the past 
decades, as translation theory is becoming more sophisticated. Though 
it must be a gross exaggeration to describe TT as tapplied translatology, 
or the pedagogical application of translation studies, It is perhaps fair to 
expect an exceptionally close link between the two. 
3.1.2 Translation Studies as 'Applied Language Studies, 
Just as how one teaches translation depends very much on one's 
idea of what translation is. how one translates depends very much on one's 
idea of what language is. Translators work with languages. Language is 
the medium the translator works on, and so logically it must be a primary 
concern of translation studies, as Nida points out: 
Anyone involved in translation... must inevitably be concerned 
with theories about language, since these influence so greatly 
people's views about the legitimacy 11 certain translation prin- 
ciples and procedures. (1972: 301) 
Similarly, Catford begins his famous study by underlining the link 
between translation and language: 
Translation Is an-operation performed on languages: a propess 
of substituting a text in one language for a text in another. 
Clearly, then, any theory of translation must draw upon a theory 
of language -- a general linguistic theory. (1965: 1) 
As described In 3.2 below, nearly every one of the 'modern, trans- 
lation theorists are linguisticians, while every one of the fpre- 
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scientific' translation theorists are men-of-letters (cf. Newmark 1981: 
8). This is the best witness to the strong tie between language studies 
and translation studies. 
5 
As J. G. Ebel pointed out In 1968, 'Contem- 
porary linguistics and the modern theory of translation have profound 
affinities' (1968: 50, emphasis added). 
6 
For many, translating It- 
self Is an application of linguistics (see Kelly 1979: 2). 
7 
Some theorists 
such as Catford, Nida, Reiss, R. de Beaugrande, to name just a few, 
have applied the current methodology of language studies directly to 
translation studies, and have developed original translation theories based 
on them (a more detailed account follows In 3.2), thus L. Kelly's 
pronouncement: 'Translation theory has always been a branch of applied 
linguistics' (1979: 65, also 2). So, to a greht extent, modern translation 
studies are one of the consumers of modern language studies. For many, 
translation theory Is a species of applied linguistics, a younger brother 
to language teaching, the more 'legitimate' heir (Pinchuk 1977; Nida 1975b: 
95; Vermeer 1978; Stein 1980; Wilss 1969: 1-2,1982: 58-63). 
I 
Not everyone agrees. It is possible to argue, as many do, In one 
of the following ways: 
(a) Translation studies should not be seen as a subordinate to 
linguistics, since the two enlighten each other mutually. ('Rather than 
being only the recipient of benefits from new developments in linguistics, 
translation theory has been able to make certain significant contributions 
to the understanding of language structure and functioning' (Nida 1974: 
1045 , and similar views are expressed In Nida 1969: 495,1975b: 95 
8 
and Vinay/Darbelnet 1958: 24) 
(b) Translating Is not exclusively or even primarily a language 
activity (e. g. Firth 1957; Snell-Hornby 1983, see 3.2.3.2 below). ý 
(c) Though translating Is primarily a language activity, ' linguistics 
Is less relevant than other disciplines (such as semantics and semlotics, 
see Newmark 1981: 5, or literary studies, see Steiner 1975, quoting 
Meschonnic in the frontispiece). 9 
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(d) Linguistics cannot be applied beneficially to translation studies 
(see, e. g., Newmark 1980b: 1-2). As Kelly pointed out, important as 
GTG is In modern language studies, very little work relevant to trans- 
lation theory has come from it (1979: 23). N. Chomsky himself denied 
this possibility by saying that Ithe existence of deep-seated formal uni- 
versals... implies that all languages are cut to the same pattern, but does 
not imply.. that there must be a reasonable procedure for translating 
between languages, (1965: 30). 
10 Due to methodological problems, 
structural linguistics can never found a theory of translation (Despatle 
1967: 65; Wilss 1982: 79). 
11 
(e) Translation studies go Into areas beyond any linguistics (New- 
mark 1981: 37). 
12 
(f) Neither translation nor TT can or should be Iscientific', suscep- 
tible to inductive generalization, prediction and falsification by counter 
examples, thus they are incompatible with the scientific orientation of 
linguistics (Beaugrande 1978: 8; Steiner 1975: 273; Newmark 1981: 113). 
Despite these denials, it is obvious that translation studies consist- 
ently reflect the current trend of language studies. In the philological 
era, for example, translation studies were predominantly philological in 
outlook. When Chomskyan grammar prevailed, translation theorists tried 
to apply transformationalist Ideas to translation studies. After the advent 
of text linguistics, there appeared text-based translation theories. These, 
and similar parallels between current views on language and translation, 
are described in 3.2 below. 
13 
3.1.3 The Double Time-Lag 
As established in 3.1.1 and 3.1.2, an analysis of language 'studies, 
translation studies, and TT will expose parallels between language studies and 
translation studies, as well as between language studies and TT. Since TT 
'applies, translation theories, and it takes time for the latter to spread and be 
assimilated, there is a time-lag between the exposition of a translation 
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theory and Its realization or adaptation In TT. Similarly, a language 
theory takes some time to find Its way Into translation theories. 
Thus, there exists a double time-lag In the relation among 
language theories, translation theories, and TT. This is shown In 
simplification in Fig. 3-li 













at a given time year Y, while language theory has evolved to a 
further stage III (or 'third generation'), current translation theories 
tend to be based on stage II (second generation) language theories, 
while concurrent TT 
14 
Is often based on translation theories which are 
In turn based on language theories of stage I (first generation). 
In the real world, naturally, things are never so neat and clear 
cut. Language theories, translation theories and. TT theories develop 
at different paces, and the relation between them Is seldom. -. one' way 
Influence. There Is inevitably overlapping of stages. Nevertheless, the 
general pattern holds true, as these stages are Illustrated In 3.2. 
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3.2 Four Stages of Theories and Applicatlon 
It Is beyond the scope of the present study to propose delineation 
of the stages of development of language studies and translation studies. 
However, to show their relationship with TT, one cannot but highlight 
a few eras, or. stages of evolution, to demonstrate the common elements 
In language theories, translation theories, and TT. 
For the present purpose, four stages are Identified: In chrono- 
logical order, the Pre-Linguistic, the Formal Linguistic, the Ethno- 
Semantic, and the Text-Linguistic. Such delineation Is made for the 
sake of comparison, and Is therefore not always the same as those of 
other authors (e. g. Bolinger 1968: 184-212; 1975: 506-54 on language 
studies, and Nida 1974 and 1976; Steiner 1975: 236-38; Ludskanov 1975: 
8, note 1; and Vinay 1975. on translation studies). It must be empha- 
sized that this division of stages refers only to the main trend of the 
respective fields, which Is not always distinct, and is always contro- 
versial. There are bound to be important theories or schools of thought 
which do not fit In, and are therefore not properly covered. Even so, 
that should not seriously affect the comparison made below. 
3.2.1 The Pre-Linguistic Sta 
3.2.1.1 Language Studies 
Linguistics as a discipline In Its modern form evolved from philol- 
ogy. This came about during the early years of the present century, 
when attempts were made to develop the study of languages scientifically. 
Until the establishment of this discipline with the efforts of such promi- 
nent scholars as de Saussure and Bloomfield, languages were studied In 
the 'philological' way. To demonstrate the link with concurrent 
ýrans- 
lation theories, It is useful to highlight a few characteristics which lan- 
guage studies of this era had In common (on these points see Lyons 1968: 
38-52; Toury 1980: 16; Bolinger 1975: 513-14; Despatie 1967: 26-27): 
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1. Studies of language concentrated on the written word rather 
than the sound. The written record of spoken events was taken as the 
primary source of examination. 
2. No distinction was made between langu and parole 
3. There was a heavy emphasis on the diachronic study of Ian- 
guages and the evolutionary relations of various languages, at the expense 
of synchronic description, of Individual languages. 
4. It was assumed that there exists a universal grammar to 
which all languages take as a model, and against which all languages 
are to be assessed. (For centuries the model was Greek grammar, 
studied directly or Indirectly through Its Latin adaptation. ) 
5. The attitude was prescriptive rather than descriptive. 
3.2.1.2 Translation Studies 
Until the impact of formal grammar, translation studies were con- 
ducted with more or less the same assumptions and attitudes as those 
described above. Also referred to at times as the 'philological' view 
of translating, 'pre -linguistic I discussions of translation problems'share 
the following features which are not at all common in later theories 
(on these points see Kelly 1978: 2; Toury 1980: 17; Nida 1974: 1046, 
and 1976:, 67-69; Newmark 1981: 4; Despatle 1967: 22-23; Savory 1957: 
48-49; Bassnett-McGuire 1980: 70-71.; Steiner 1975: 236-39; Wilss 1982: 
28-29; Lefevere 1980: 153-58; Jumpelt 1959: 107; Holmes 1979: 57). 
1. The written form of language was regarded as the primary 
source, of examination. Translation was almost exclusively studied via 
comparing and contrasting, the SLT and the TLT, 
2. No distinction was made between langue and parole. Parole 
was practically Ignored. 
3. Discussions on translation concentrated on the belles lettres, 
especially poetry. There was disproportionately low Interest in other 
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aspects such as scientific-technological, commercial and diplomatic 
translating. 
15 
4. Discussions on translating concentrated on the rendering of 
highly accredited SLT (such as the Bible and Shakespeare's works) from 
a highly developed culture to a supposedly Inferior one (e. g. from English 
to an African language, or from one supposedly highly developed culture 
to another (e. g. from Chinese or Greek to English). Discussions on 
translating out of supposedly less developed cultures were rare. 
5. There were a few current themes or controversial subjects, 
which were argued over and over down the centuries. The most popular 
of these Include (a) whether translations should be free or literal; 
(b) whether poetry should 'be translated by poetry or prose; (c) whether 
translating is an art or a science; and (d) whether translation (i. e. the 
translation of belles lettres) is after all possible. 
6. There was a preoccupation with the aims and results of trans- 
lating, little attention was paid to the linguistic operations involved. 
7. There was a heavy prescriptive tone. ' The theories put forth 
are mainly normative: they tell the reader how he should translate rather 
than how people do translate. 
To list the contributors to this philological stage of translation 
studies almost amounts to listing all the writers on translation from the 
very beginning up to recent times. In describing this pre-linguistic 
period, Newmark cited the following works as representative: Cicero 
(55 BC), St Jerome (400), Luther (1530), Dryden (1684), Tytler (1790), 
Novalis (1798), Goethe (1813), Schleiermac! ier (1813), Humboldt (1816), 
16 
Schopenhauer (1851), ' Arnold Q1865] 1928), Nietzsche (1882), 'Croce (1922), 
Benjamen (1923), Belloc (1924), Ortega y Gasset (1937) and Val6ry (1946). 
With the exception of Humboldt, all of them were men of letters (Newmark 
1981: 4). 17 
Long after the philological approach to language studies was 
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pushed out of the main stream earlier In this century, this approach 
to translation studies continued to dominate the scene, as Nida (1974: 
1046) pointed out: 
... even since 1945 most books and articles on translation have 
been essentially philological rather than linguistic In orientation. 
For example, In the volume edited by Brower (1959) most of 
the articles represent a philological rather than linguistic out- 
look. Similarly.... Cary and Jumpelt (1963) Is overwhelmingly 
philological in point of view, as Is Babel the journal of the 
International Federation of Translators. Books on the art of 
translation of such persons js*ManrIque and Gomez (1954), 
Silvetra (1954), and Savory (1957) all follow essentially the philo- 
logical tradition reflected In the perennially reprinted book by 
Tytler (1790). 
3.2.1.3 Translation Teaching 
As reported In Chapter 2, serious attempts to describe, analyze 
RUd theorize TT did not come about until very recently. It was only 
natural that a certain degree of professlonalization In translating was 
established before TT begins to become professional. Since not many 
TA course descriptions were published before 1955, and there were even 
less discussions on TT before the advent of structural- linguistics, it is 
difficult to ascertain how TT was conducted In the 'philological' era. 
Nevertheless, It Is possible to Identify philological elements In 
didactic works on translating. There was no lack of works on how to 
translate, predominantly, if not exclusively, based on pre-linguistic 
views on language and translating. They share these features which 
are not at all common In later works: 
1. The written form of language was regarded as the primary 
source of examination. Translation was almost exclusively discUssed 
in terms of rendering one printed work by another. 
2. Little distinction was made between langue and par6l . Parole 
was usually ignored. (This Is particularly true of translator training, 
less so in Interpreter training. ) 
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3. Discussions concentrated on the belles lettres. Examples 
were mostly drawn from literary sources, particularly classical texts. 
There was disproportionately low Interest In other aspects, such as 
scientific- technological, commercial and diplomatic translating. (This is 
particularly true of translator training, less so In interpretor training. ) 
C' It was assumed that there exists a universal grammar 
which all languages take as a model, and against which all languages, 
are to be assessed. Thus translating was taught as a transference of 
one code Into another In accordance w1th the laws of that grammar. 
5. The attitude was prescriptive rather than descriptive. The 
emphasis Is on how translating should be done, rather than on how'It Is 
done. 
Most, ' If not all, of these characteristics are evident In the TT 
theories discussed under the Traditional Grammar method Introduced In 
4.2.1.1 below. As described In that subsection, this method,, based on 
traditional grammar, and In many ways parallel to methods of FLT 
based on traditional grammar, has dominated the main trend of TT until 
about the early sixties,, when, translation theories based on formal grammar 
made their entry In TT. 
18 
3.2.2 The Formal Linguistic Stage 
3.2.2.1 Language Studies 
The use of such a term as 'formal' can be highly confusing and 
misleading. It has been used in different contexts In linguistic discourse 
In opposition to Informal, Intimate, notional, semantic, substantial, sub- 
stanttve, and others, not to mention the related concepts of form'(1n op- 
position to matter or meaning) and formalism. , 
In the present discussion, 
this term 'formal' is used In. the Chomskyan sense, an equivalent to 'for- 
malized' or 'explicit', In contrast to 'informal' or 'intuitive' (cf. Lyons 
1968: 136-37). 
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Generally speaking, the label 'formal linguistics' Is employed 
In this thesis to apply to'all those schools and theories which endeavour 
to study language positively but deliberately exclude the dimension of 
Imeaning' (Despatte 1967: 62; Beaugrande 1978: 9). A large number of 
linguisticians of different persuasions can be grouped under this banner, 
but few are as outstanding and as 'pure' as Bloomfield and the early 
Chomsky. 
Again, for the present purpose, it Is useful to highlight a few 
characteristics these theories have In common: 
1. Language is studied as a structure with levels and Inter- 
related parts. The 'meaning' of Individual parts can only be ascertained 
in their paradigmatic and syrktagmatic relation to-the whole system. 
2. There Is little attempt to link such 'meanings' within the 
language system to actual language use In the outsIde world. The latter 
is considered the business of semantics which Is excluded, from linguis- 
tics proper. Linguistic concerns are confined to the study of Idealized 
constructions. 
3. ' The attitude is descriptive rather than prescriptive. 
3.2.2.2 Translation Studies 
Perhaps one of the most significant contributions of modern 
linguistic science to the field of translation has been the libera- 
tion of translators from the philological presupposition of the 
preceding generation. (Nida 1964: 21) 
-After the Second World War, insights of formal linguistics gradu- 
ally found their way Into translation studies. Such influence is evident 
In an increasing number of theoretical discussions in the fifties ind 
sixties. 
19 
Aspiring to be scientific, these theories share the following 
characteristics (on these points see Despatie 1967: 70; Nida 1976: 69-75; 
Wilss 1982: 65; Lefevere* 1980: 154): 
1. Translating is regarded as primarily, If not exclusively, a 
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process of interlingual code transfer. Emphases are laid on the com- 
parison and contrasting of the structures of the two languages Involved 
(rather than a comparison of literary genres and stylistic features). 
'Meaning' Is discussed In terms of the paradigmatic and syntagmatic 
relation to the respective systems. 
2. There Is little attempt to link such 'meanings' within the 
language system to actual language use in the outside world. In the pre- 
occupation with cognitive examination of the structures, the pragmatic 
dimensions of language use Is neglected. 
3. It is assumed that there is some pre-existent 'message' with 
an Independent meaning of Its own which can be expressed In one code 
or another. Translation Is a. purely linguistic operation. 
4. The attitude Is descriptive rather than prescriptive. 
20 
An historical account of formal linguistic translation theories should 
begin with the early Nida. In a paper In 1945, he explained that the 
differences which exist between languages and the resultant adaptations 
that must be made becahse of these differences include phonological,, mor- 
phological, syntactic, and lexical factors (1945: 203-6). He also laid 
down principles of bible translating In terms of formal correspondence 
between languages (1947). 
-. - 
Later, C. F. Hockett (1954) proposed consider- 
ing immediate constituents' as basic units of translation. , J-P. Vinay 
and Darbelnet (1958) made a detailed but predominantly formal linguistic, 
comparison of French and English, a pattern which was later repeated 
in other language pairs (e. g. Malblane 1961, and Truffaut, 1968 -- French 
and German, Friederich 19691 -- English and German). 
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For the trans- 
lation educator, the significance of this stylistique compar6e method lies 
in the fact that it Is highly pedagogical, or at least apparently so (see 
3.2.1.3 and 4.2.1.1) 
ý2 A. B. Fedor. ov (1958,1968) attempted to combine in- 
sights derived from philology and modern linguistics, and made use of 
them In the study of translating. Many contemporary translation theorists 
were Influenced by him, Including E. Cary (1956,1957,1962) and 
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R. W. Jumpelt (1959a, 1961) (Nida 1974: 1047; Newmark 1981: 9; 
Beaugrande 1978: 11-12). 
In terms of methodological 'purity' and fervour In applying struc- 
tural linguistics to translation, Catford (1965) is probably unequalled. 
He examines the process of translating on four planes of language dis- 
tinguished by J. R. Firth and M. A. K. Halliday (namely, the phono- 
logical, graphological, gr ammatical and lexiC'al), and developes a 'scale 
and category' model as a basis for a structural'approach to translating. 
He categorized translation shifts between levels, structures, word- 
classes, units, and systems (Nida, 1974: 1047-48; Newmark 1981: 9; 
Wilss 1982: 66-67; see also 4.2.1.2). 
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When transformational grammar attracted the interest of linguists 
in the sixties, translation theorists did not hesitate to applyý It to explain 
the process of translating, and 
" 
to adapt It In TT. Nida's theory of trans- 
lating basically rests on (though does not depend on), Chomsky's model 
of generative grammar. According to him, generative- transformational 
grammar (GTG) provides the translator with a technique for, analyzing 
the process of decoding the SLT, as well as with, a procedure for des- 
cribing the generation of the appropriate corresponding expression In the 
TLT (1964: 60). He devised a back-transformation model, consisting of 
the procedures of analysis, deep-structure transfer, and restructuring, 
and identifying model kernel sentences as transitional stages between 
SL and TL structures to explain the process of translating (1969: 483-87; 
1976: 71). A host of translation theorists made'repeated attempts to 
apply knowledge acquired in GTG to translation theories, including 
I. I. Revzin and V. J. Rosencvejg (1964), Vinay (1966), J. Callens (1970), 
J. B. Walmsley (1970), Van Hoof (1971), 0. Kade (1971), R. Moqtague 
(1974), and G. JNger (1975). However, there was little success, as 
Chomsky predicted _(Wilss 1982: 68-40). ' "II 
It Is revealing to note that this climax of interest. 
-In 
applying forihal 
linguistics to translation theories coincides with the world's enthusiasm In 
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MT. Their mutual Influence and support cannot be over-exaggerated. 
To Instruct a machine to translate, a full and explicit account of the 
process of translating Is Indispensible. Also, It Is necessary to 
reduce the complicated phenomenon of human language activities to 
straightforward code formation and deciphering. Such an exclusively 
linguistic and mechanistic view of translating, which Ignores many other 
dimensions of human verbal communicative acts, Is clearly reflected 
In the formal linguistic theories mentioned above. , 
Discussions on translating along such lines have carried on Inter- 
mittently since then In various quarters, long after GTG ceased to domi- 
nate the linguistic scene. 
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H. G. Widdowson advocated explorations In 
the same direction as late as 1979: 
At the same time, the fact that translation Is possible at all 
suggests that It should be possible to arrive at a semantic base 
which would generate a proposition of which all of the sentences 
cited so far are alternative realizations. I do not wish... to 
discuss what form such a deep structure should take... but In 
principle It Is possible to conceive of a deep structure which 
would serve as an underlying propositional reference for the 
sentences that we have been considering. We might call this 
(without, however, Invoking temporal associations) a kind of 
'proto-deep structure'.... (1979: 103) 
3.2.2.3 Translation Teaching 
As reported In 2.2.1.2, translation educators are divided In the 
debate over whether linguistics Is relevant to TT. 'Some advocate teaching 
linguistics as such (e. g. Gold 1975; Sager 1969), others are highly 
sceptical (e. g. Gravier 1978; Jordan 1979). Nevertheless, some of the 
most Influential works on translating published In the fifties and sixties, 
such as the ones by Vinay/Darbelnet (1958), G. Mounin (1963), 1 Catford 
(1965), and various writings of NIda, are very much formal linguistics 
oriented. The emphasis Is on the process of translating rather than on 
how It should_ be done. The application of contrastive grammar in TT 
and FLT has given rise to various pedagogical strategies, such as the 
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'back-transformation' method, the 'grammar -translation' method, and 
the 'multi-lateral comparison of translations' (Wilss 1982: 61)., Walmsley 
(1970) has advocated. the use of transformational theory In the teaching 
of translation techniques. With the tremendous faith In the prospects 
of MT In that period, contrastive linguistics gradually gained a strong- 
hold In many a T/I programme curriculum, primarily In the formal 
studies of the characteristics (i. e. comparative grammatic features) of 
the SL and TL. These TT theories are Introduced in 4.2.1.2 under the 
Fbrmal Unguistics method, where examples of formal linguistic TT are 
cited. 
Even so, It seems that translators, being a-theoretical by nature 
(until the recent -generation, nearly all 
translation educators were 
themselves practising translators and Interpreters), had not been carried 
away by the current optimism, in formal, linguistics. Never having lost 
sight of the Importance of meaning outside Idealized constructs, they were 
sensible enough to demand attention to semantics. 1 
Hence their readiness 
to assimilate insights from that area, as described below. 
3.2.3 The Ethno-Semantic Stage 
3.2.3.1 Language Studies 
one of the most significant changes in modern linguistics is the , 
reinstatement of meaning Into Its proper sphere of Interest in the early 
sixties, (Dinneen 1967: 295). While Chomskyt- in- his later writings, ex- 
plained meaning In formal terms (such as deep structure and transforma- 
tion) others proposed various theories'to describe It, such as J. J. Katz 
and J. Fodor (1963), C. J. Fillmore (1968) and K. Pike (1967). -Dif- 
ferent as they are In their means of explaining meaning, they shAre the 
endeavour to tackle the problem by fairly formal means. 
In 1. a different sphere, the studies of I prominent anthropologi I sts such 
as Boas, Levi-Strauss-and Malinowski had reminded the lingulsticians ' 
of the cultural dimension of meaning In language. Social anthropology had 
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further enabled linguisticians to discard their introvert outlook. 
Malinowski's ideas had been developed along an empirical line by Firth 
who, like Bloomfield, was strongly behaviouristic and anti -mentalistic. 
For the present purpose, it Is useful to highlight a few character- 
Istics these theories share: 
1. Unlike semanti6s earlier In this century, the study of semantics 
Is synchronic rather than diachronic. 
2. They accept meaning as a legitimate, even indispensable, part 
of the study of language. 
3. They see meaning not merely In terms of structural relations 
within a code system, ý but also In social and anthropological contexts 
(though also In structural terms), 
Though perhaps not as Influential as other trends (such as formal 
linguistics and text linguistics) within the world of language studies, these 
Ideas had a very strong impact on translation studies. 
3.2.3.2 Translation Studies 
The history of culturally-oriented translation theory can be- traced - 
back to Humboldt, who wrote the earliest significant work In anthropo- 
logical semantics (1836; see Nida 1964: 5). He observed that the differ- 
ence between languages is 'not one... of sounds and signs but rather a 
difference In the view of the world Itself' (quoted In, and translated by 
Wilss 1982: 34). With the revival of Interest In meaning among the lin- 
guisticians, translation theorists also began to examine meaning seriously 
and scientifically. As early as 1935, Firth declared that 'The whole 
problem of translation Is in the field of semantics' (1957: 32). Semantics 
was studied from various viewpoints, but It was the cultural rather than 
the formal aspects that attracted more attention In translation studies. 
Although J. B. 'Casagrande declared in 1954 that 'one does not trans- 
late LANGUAGES, one translates CULTURES' (1954: 338; see 4.2.2), the 
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cultural element In translating was seldom touched upon In translation 
theories until the early sixties, strange as this may appear with the 
benefit of hindsight. Nida's two monumental works In 1964 and 1969 
were among the first to place ethno-semantic concerns In the forefront. 
Since then, culture has been considered by many as one of the two di- 
mensions of translating, alongside language. A fair number of writers 
have described the problems of meaning In cultural terms, and Bible 
translators In different parts of the world were among the most inter- 
ested (see 4.2.2). These works share the following characteristics: 
1. They see meaning not merely In terms of structural relations 
within a code system, but also In social and anthropological contexts. 
The latter are at times emphasized out of proportion (at least In the 
eyes of some). 
2.7he debate over translatability Is reopened, this time revolving 
around the Sapir-Whorf hypothesis (see 4.2.2.1). Intranslatability Is 
associated with cultural determinism, while translatability Is associated 
with universalist views. 
3. Compared with 'grammatical' translation discussions (both 
traditional and formal) these ethno-semAntic studies are more open-ended. 
Solutions offered are made An strongly tentative and relative terms 
(Despatie 1967: 44). 
Relating to the ethno-semantic approach, Nida (1964) proposed 
various methods to tackle meaning, among which componential analysis 
and back-transformation are the most Important. Componential analysis 
as a technique to explore lexical meaning had been developed by', among 
others, F. G. Lounsbury (1956), W. H. Goodenough (1956), E. H. Bendix 
(1966), J. A. Goss (1967) and R. E. Elýins (1968) though none of 
, them 
discussed Its relevance to translating more'extensively than Nida (1964, 
1974,1975a), who distinguished between common components, diagnostic 
components and supplementary components, as well as linguistic and en- 
cyclopedic meaning (Nida 1974: 1052; Nida/Taber 1969: 56-90). The studies 
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on folk taxonomic by anthropologists such as H. C. Conklin (1955,1962) 
also greatly Influenced translation theories. 
Ethnological Interests also contributed to translation theory in 
another area: the actual treatment of ethnographic documents. 
Casagrande (1954) and C. F. Voegelin (1954a and b) both suggested 
practical means for doing this (Nida 1974: 1053; Gregory 1980: 455-59). 
A Vinay and Darbelnet, In their classical work on stylist1que compare 
(1958), compared the cultural patterns of language use In different lan- 
guages, and thereby combined Interests In culture with sociolinguistics 
and stylistics (see footnote 22). 
A detailed theoretical analysis of ethno-semantic translation theories, 
can be found In 4.2.2 under the Ethnographic -Semantic and Dynamic- 
Equivalence methods of TT. 
3.2.3.3 Translation Teaching 
As reported In 2.4, most of the formal T/I training practised 
In the West past and present Is confined to a few European languages 
with a relatively similar cultural background. The only notable exception 
Is the training of Bible translators who have to work In 'exotic' cultures. 
It is not surprising, therefore, that cultural problems In translating were 
on the whole neglected until the Bible translators saw them as real ob- 
stacles. Nida (1964) and Nida/Taber (1969) Immediately became the basis 
of TT In Bible translation programmes (Bradnock 1964; ý Babut 1971), where 
ethno-semantic concerns In translating became a centre of attention. As 
reported In Chapter 2, institutionalized teaching of the SL culture, or 
even the TL culture (the learner's own), Is becoming a standard Ingredi- 
ent of the curri. cula in many translation institutes. Also, In terms of 
teaching techniques, ethno-semantic approaches such as componential 
analysis, folk taxonomies, and. role playing Introduced in 2.3.1 are now 
widely used. (Contents of cultural TT are laid out in 4.2.2.1 and 
4.2.2.2. ) 
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3.2.4 The Text Linguistic Stage 
3.2.4.1 Language Studies 
One of the most significant changes in modern linguistics Is the 
gradual shift from linquistique de la langue to linguistique de le parole. 
There has apparently been a general trend to expand Interest from the 
empirical and (i. e. phonology and syntax) towards the less tangible area 
(e. g. semantics, philosophy) along the empirical metaphysidal continuum, 
especially after Chomsky. The field of Interest has gradually widened from 
the micro level -- from the phoneme via the word, phrase, and sentence 
to the text (see e. g., Snell-Hornby 1983). Ethno-semantic language 
studies are one attempt In the shift towards tackling 'meaning' In language, 
while explorations In other areas followed. (As shown In the rest of this 
chapter, exactly the same pattern -- the broadening of Interest towards 
the less tangible area -- is found In translation studies and TT .) The 
emphasis on parol has become all the more obvious with the vigorous 
development of text linguistics since around 1970. Within its boundaryt 
various research areas, Including text typology, text grammar, text theory, 
and text analysis, have attracted a great amount of enthusiasm. 
The common feature,,, of these studies is the abandoning of the pre- 
vious preoccupation with minimal. units or Isolated sentences, and the re- 
cognition of the text as the proper unit of attention. As H. Rieser points 
out: 'Thus genuine research Into text linguistics starts where sentence 
grammar falls to provide adequate explanations for linguistic phenomena' 
(1978: 9). It Is, therefore, no coincidence that both the rise of text 
linguistics and the subsidence of the MT euphoria (see 3.2.2.2) took place 
at the same time (in the late 1960s). 
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Within this rapidly developing research work, it is useful to dis- 
tinguish two large areas, each with Its specific methodology and area of 
Interest: 'linguistic' (or co-textual) text research and 'communicative' 
(orý contextual) text research. The former is developed from literary 
criticism, rhetoric, styIistics, discourse analysis, and related disciplines, 
113 
while the latter can be regarded as an heir to pragmatics, sociolinguistics, 
and related disciplines (Beaugrande 1980: xi-xiii; Rieser 1978: 6-18; 
Wilss 1982: 114; Beaugrande/Dressler 1981: 21-18). 
Text-based language studies in modern times can be traced back 
to Z. Harris (1952), who proposed a method of 'discourse analysis' on 
the principle of distribution of morphemes in texts according to 'equiva- 
lences'. Later, E. Coseriu (1955-56) emphasized the techniques of the 
speaker for converting linguistic knowledge into linguistic activity, and, 
based on K. DUhler's forganon model, drew up an elaborate classification 
of 'settings' (see Schmitt 1982: 98; Kelly 1979: 68ff). Around 1968, 
lin&sticians working mostly Independently of each other converged on 
the notion of 'linguistics beyond the sentence', among them were 
K-E. Heldolph (1966), Pike (1967), R. Crymes (1968), S. Dik (1968), 
R. Harweg (1968), R. Hasan (1968), B. Palek (1968), H. Isenberg (1971), 
and W. Kock (1971), each of whom contributed original Ideas from various 
standpoints. As dissatisfaction with formal treatment of meaning In grammar 
of the dominant 'transformational' methods grew, alternative theories of 
language (rather than revisions of older theories) soon appeared. Among 
this new generation of teit linguisticians were J. Pef6fi (1971), T. van 
Dijk (1972) and W. Dressler (1972). All through the seventies, there 
were Inter -di scipli nary efforts to explore along text linguistic lines, -wLth 
sociologists, computer scientists, psychologists, among others, partici- 
pating and contributing to the understanding of human language In terms of 
texts and contexts. 
Again, for the sake of comparison, it is useful to highlight a few 
characteristics these theories share (on these points see Bassnett- 
McGuire 1980: 79): 
The text Is regarded as the relevant unit for examination. 
2. Meaning Is studied In relation to co-text and context. 
3. Efforts are made to discover recurrent patterns of structure 
common among texts of the same type. 
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4. The place of the reader, as a producer rather than the con- 
sumer of the text, is re-evaluated. 
3.2.4.2 Translation Studles 
Until very recently, Western translation theories paid little at- 
tention to the Interdependence between the SLT and transfer methodology 
-- with the exception of Jerome, who was among the first to identify the 
features of various types of texts, and Schlelermacher, who explored 
the objectives a translator should pursue In his approach to his text. 
Earlier in the twentieth century, Bloomfield recognized the necessity of 
involving the 'real world' In interpretation, and Firth emphasized 'the 
context of situation'. Among the earliest theorists who attended to context 
are Vinay and Darbelnet (Boecker 1973: 29-30). Though their approach 
(1958), under the name of Istylistique compar6el is primarily Grammatical, 
they did devote a considerable portion of their efforts to context (see 
4.2.3). Ure (1964) was among the first translation theorists to classify 
translation and discuss translatability in terms of text (text types, 'forms 
of presentation', Intention, etc. ) and context (the audience', etc. ). Even so, 
it was not until the sudden upsurge of interest in the text among linguis- 
ticians since the late sixties that translation studies also shifted Its at- 
tention to this area. Aware of the fact that formal grammar can never 
account for translating properly as it merely represents the tacit know- 
ledge of an Ideal speaker-hearer and is not a theory of performance, 
translation theorists began to emphasize that translating is, after all, a 
text-oriented event, 
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and developed new theories aspiring to be scientific 
with the following characteristics (Lefevere 1980: 154-56; Newmark 1973: 17; 
Beaugrande 1978: 13): 
The text Is regarded as the relevant unit for translating. 
2. Translating is not studied as a comparing 'of two texts, but as 
a process of interaction between author, translator and TLT reader. 
The focus of studies of translation is on the strategies of 
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language use In relation to contexts, rather'than text features Itself. 
Emphasis Is laid on the ways in which pragmatic features are transposed 
from SLT to TLT. 
4. How to translate depends on the type of text to be translated, 
as well as the TLT's function. 
5. The 'pragmatics' of the SLT Is emphasized, and Is often given 
priority over other meanings. 
6. The concept of. 'equivalence', launched In the mid-sixties, Is 
replaced by that of 'adequacy'. 
- 
7. Linguistic definitions of translation'tend no longer to be norma- 
tive. The traditional concept- of rendering the -information In SLT is aban- 
doned. Instead, translation ii seen as a text with certain correspondences 
with the SLT ýand also certain derivations from, It. The ideal of optimal 
translation is abandoned. 
Among the various areas of Interest within text linguistics, the classi- 
fication of text types has probably been seen as the most relevant to trans- 
lation studies. A. Neubert (1968,1980) classified texts according to their 
translatability, and discussed the relevance of text types to translating. 
Reiss (1969,1971) devised a classification of texts according to their 
function, and Identifies and illustrates types like formbetonter texte (form- 
centred texts) and inhaltsbetonter texte (content-centred texts). Later, she 
drew the attention of translators to the 'operative text' (1976a), whenmore 
and more text linguistic translation* theorists preoccupied themselves with 
studies in scientific-technical translating. Among the latter, the contri- 
buttons of I. Pinchuk (1977) and G. Thiel (1980) are particularly, signifi- 
cant. 
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Since the 1960s, studies In literary translation gradually, aban- 
doned their philologic outlook, and began to adopt text linguistic approaches. 
Le ' (1969) proposed a complete theory of literary translation based pri- vy 
marily on a classification of literary genres, and Pef6fi (1971) elaborated 
a complex system for the description of various descourse types. In the 
late seventies, the scientific study of literary translating along text lin- 
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guistic lines was vigorous, and the leading figures Include Beaugrande 
(1978), J. Lambert (1978), Toury (1980a), 
28 
and A. Lefevere (1980) 
Wilss 1982: 112-18; Nida 1976: 52-53). 
The study of context In human communication, largely Ignored by 
formal linguisticians, was also Increasingly emphasized by translation 
theorists in the seventies. Earlier In the century, Bloomfield (1933) 
defined meaning of a linguistic form as the situation in which the speaker 
utters it, and the response it calls forth from the reader. L. Wittgensteln 
(1958) proposed that the meaning of a word Is Its use In the language, 
and Firth (1957) developed the Idea of 'the context of situation' In language. 
J. R. Searle explained that translating is possible because different 
languages are but different conventional realizations of the same underlying 
rules (1969: 39-40). The Leipzig School (Neubert, Kade, Jager, et al. ) 
emphasized the pragmatic (as opposed to cognitive or linguistic) element 
in translating. Neubert's rýmarks that a translation Is an entirely 'text- 
induced text' In another unique existential setting, and must therefore be 
different from the SLT (1980: 24-25), together with P. Newmark's dictum 
'context is the overriding factor in all translation, and has primacy over 
any rule, theory or primary meaning' 
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(1973: 9), sum up the spirit of 
the age. 
3.2.4.3 Translation Teaching 
The advent of text-based and context-sensitive translation theorists 
cannot but remind the translation educator of the limitations of TT along 
contrastive linguistics lines. Text linguistics Is making its Impact on TT, 
as Indicated by the direction of some recent works. For example, attempts 
to develop transfer guidelines for specific text types (Reiss 1972,, 1980; 
Thiel 1974a, b, c, 1975,1980; Henschelmann 1980; Newmark 1980a) are 
opening an entirely new field in TT (Wilss 1982: 180). In Reiss' canonical 
paper on translation pedagogy (1976a), text linguistics, with its various 
subdisciplines, occupies a considerable area of the proposed curriculum. 
Wilss (1982), apart from emphasizing the place of text linguistics In the 
science of translation, also described various TT methods which are text 
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linguistics oriented. Hatim's work (1982a, b,, 1983) is an example of the 
exploration of the theoretical as well as practical aspects of applying text 
linguistics to TT. In recent papers, H. BUhler explains the Importance 
of the text linguistic aspect In TT (1983). P. Kussmaul pointed out that 
translation students must be taught to make their semantic decisions 
according to the TLT's function (1983). Arguing that 'the didactics of 
teaching translation competence recommend a primarily text-lInguistic 
approach', K. J. Kuepper demonstrates how the study of coreference of 
texts Is essential to the developing of practical translation strategies 
(1993). W. Zydatiss demonstrates the application of text typology to 
translating, and analyzes its Implications for translation pedagogy (1983). 
Recent development of the didactics of literary translation Is no less im- 
pressive. A. Popovi6 builds -his curriculum on the Ideas of the late Levyt 
and concludes that 'the general methodological basis for training students 
of translation Is the communicational semlotic theory of translation' (1983). 
Toury applied the notion of 'native translator' in TT, arguing that trans- 
lating should not be regarded as a mere process, but rather as a full- 
fledged human activity, (1983). Y. Tobin advocates a communicative, 
reader-oriented approach In the teaching of literary translation, with 
particular emphasis on stylistic analysis (1983). Sager reflects on the 
didactic Implication of an extended theory of translation, which Includes 
categories of SLT and other elements (1983). Snell-Hornby proposes the 
employment of concepts of 'dimension' and 'perspective' In training 
literary translators (1983). Convinced that all translation is text-bound, 
Neubert describes a text-oriented T/I course, and examines a number of 
questions related to text linguistic TT, including textual constraints upon 
the Interplay of grammatical, lexical, and stylistic means of expression, 
semantic vs. pragmatic equivalence In relation to text types, and'textual 
aspects of translation assessment and criticism (1983). H. Niedzielski 
describes how students can be systematically trained to conceptualize 
situations, events, or states of affairs dpscribed at various lexical, 
sentential, and textual levels (1983). 
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These are but a few Indications of the spreading Influence of text 
linguistics In TT. With the popularizing works by contemporary theorists 
like Deaugrande (1978), Wilss (1977,1982), Dressler (1978) and Hartmann 
(1980), It Is only reasonable to predict that text linguistics will establish 





MODELS -OF TRANSLATION TEACHING BASED ON ASPECTS OF 
TRANSLATING 
4.1 'Aspects of Translating, and the Curriculum Content 
What should be Included in a translation curricultun ? What can, 
or ought to be taught in a translator training programme ? As seen in 
Chapter 2, a large variety of topics and methods have been suggested 
for TT, while T/I courpe outlines of different schools show that trans- 
lation educators are doing different things in class in various parts of the 
world. Given this situation, an overall picture of the problems involved 
in TT can be useful -- if only to enable the educator to reassess his 
own programme by comparing it to what is being done elsewhere. This 
is the aim of this chapter: to offer a paradigmatic view of the contents 
of TT, and to examine them critically. 
Despite the various constraints on curriculum designing (see 5.3), 
the content and orientation of a translation programme ultimatelý reflects 
the translation educator's philosophy of translating. Consciously or other- 
wise, what is taught and how it is taught depends on the teacher's idea of 
what translating is about. It is therefore fruitful to examine the ration- 
ale of the curriculum planners, the basic assumptions behind the designs. 
From the pedagogical point of view, It can be argued that the 
contents of all translation curricula can be boiled down to three main 
areas: the Grammatical, the Cultural, and the Interpretive. These areas, 
or aspects of translating as they are hereafter referred to, are at the 
same time the foci of attention of the translator in his work, keys to 
identify problems in inadequate translations, as well as what can be 
taught and learnt formally in translating, and should therefore be the 
main components of translation courses. 
1 Analyses of existing trans- 
lating programmes will show that they are but local formulations which 
mix various elements belonging to one or more of these aspects of 
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translating, in varying degrees of emphasis in each, according to the 
tradition of the school or country, catering for local needs (see 5.3). 
To facilitate the conceptualization of the pedagogical relevance 
of these aspects of translating, each of them is described below under 
the heading of a teaching model. The term fmodell is used in the present 
context to refer to different approaches to curriculum planning. On the 
whole, such usage conforms to D. Crystal's definition: 
A model is a detailed and systematic analogy constructed in 
order to help visualize some aspect of the structure or function 
of language that is not directly observable, and whose significance 
might otherwise -be missed. In other words, -it, is intermediate 
between the very general concept of 'theory, and the highly 
specific concept of 'hypothesis'. (1971: 114-15) 
Naturally, very few teachers today consciously adopt a single 
model and teach nothing other than the area it covers. Practically all 
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TT is a mixture. The division is a matter of convenience, and thus 
necessarily artificial, Idealistic, and even simplistic. 
These three models are described in, turn, below, accompanied by 
teaching methods, under each. The methods are specific means of 
application of a particular model, based on particular views or attitudes 
to the process of translating. They, are not meant to be exhaustive, as 
their description in this paper Is used to illustrate the scope and nature 
of the models. Though they can certainly be utilized in complementary 
ways in a teaching situation, the assumptions which underlie these models 
and methods are at times incompatible. 
4.2 The Three Pedagogical Models of Translating 
I propose to name these models, each of which represents bne 




4.2.1 The Grammatical Model 
This approach to TT Is based on Imicrolinguistic, translating 
theories which regard translating as solely a language operation. 
Historically, this approach is the best established, and probably 
the most often practised until recently, as witnessed by the number of 
works on translating that are based on such a model. Also, unlike the 
other two, this model is often associated with FLT. 
The distinctive feature of this approach Is its association of trans- 
lating with grammatical transfer, so much so that comparative grammar 
apparently becomes the only means of TT. Underlying this attitude is 
the assumption that language Is an objective code with a demonstrable 
structure. The stylistic, personal, mentalistic, inter subjective, or 
, existential, dimensions (the basis of the Interpretive Model), and the 
anthropological- semantic dimension (the basis of the Cultural Model) are 
Ignored or denied. This rejection or dental may or may not be conscious 
on the part of the translation educator. Every time the student Is re- 
qui red to translate separate lexicon or sentence out of co-text or context 
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(for example: 11. This is a red rose. 2. She Is my cousin. 3. 
into another language, such rejection is evident, absurd as it Is in the 
eyes of non-grammaticist translation educators. 
Generally speaking, this approach can be described as anti- 
mentalistic, rigid, and empirical. Language Is regarded as an Instru- 
ment, purely informational, object-oriented. When translating, one does 
not consider aims, as interpretation should be literal, and the task is 
considered a symbol -to- symbol transformation. Linguistic signs are sup- 
posed to be essentially objective, enabling a one-to-one, unidimensional 
matching of codes. . 
This is exactly the view of the semiotic translation 
theorists, among otherswho look at translating in terms of semiotic 
transfer. A. Ludskanov,. for example, defines such a transfer as the 
freplacement of the signs I encodi ng a message by signs of another code, 
preserving (so far as this is possible in the face of entropy) invariant 
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Information with respect to a given system of reference, (quoted in Kelly 
1979:. 38). In other words, all languages supposedly share a 'common 
fund of Information to be transferred, (Kelly 1979: 38). When translating, 
one is dealing with langu rather than pýarol Usually, the similarities 
and differences between SL and TL syntax are magnified. The assumption 
is that language Is grammar, translating Is the mechanical substitution 
of lexicon and conversion of syntax. 
According -to this model, translating is rightfully a branch of applied 
linguistics. As the scientific study of language, linguistics should provide 
the insights the translator needs to perform his task well. It was Fedorov 
the Russian linguist who first emphasized the linguistic aspect of trans- 
lating. He Insisted that translating is a linguistic operation, that linguis- 
tics is the 'common denominator?, the 'basis of all translation processes' 
(Despatie 1967: 23). 
As language studies went. through a process of evolution in modern 
times, there have been grammatical TT theories based on different kinds 
of language studies. It is useful to identify two common methods, one 
based on traditional grammar, the other based on formal grammar. 
I- 
4.2.1.1 The Traditional Grammar Method 
This is basically the adaptation of a method of FLT which is in 
turn a direct application of what Is known as 'traditional grammar'. 
This grammar Is itself based on a theory of language which reigned 
from the mid-nineteenth century to the mid-twentieth century (Bolinger 
1968: 185). This theory 
postulated the identity"of the human mind, the universality of the 
forms of thought and knowledge. It assumed that we all had the 
same way of thinking about the universe, for example about time 
and space, and that the idea of grammar was to see how these 
universal notions were classified in a particular language. It also 
assumed that there existed a 'model, grammar, an exemplary set 
of categories to classify the forms, and that the task of the gram-, 
marian was to find the meanings, in his language, corresponding 
to those forms and categories. For centuries, the model was the 
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Greek grammar, studied directly or- indirectly through Its Latin 
adaptation. (Despatie 1967: 26-27) 
Like its counterpart In FLT, this method is prescriptive, as it 
accepts the universality of that model grammar (see 3.2.1 and 3.2.2). 
According to this view, translating, is the search for the correct TL 
equivalent lexicon/sentence via grammar. 
A typical example of this method is D. Y. ILoh's Translation: Its 
Principles and 'Ibehniques (1958). The author states his position in the 
Foreword (my translation -- the book is written in English but the Fore- 
word is In Chinese): 
The contents of this book are as follows: Chapter 1 discusses the 
basic principles of translating. Each section in that chapter fo- 
cuses on one particular 'Aspect. Its purpose is to inform the be- 
ginner of the correct concepts of translation work, so that he 
would not be led to think that translating Is a minor skill which 
can be acquired without proper training. The eight chapters 
that follow develop these principles, highlighting the similarities 
and differences of lexicon and sentence pattern between English 
and Chinese, and pointing out the standard ways of translating. 
The division of these eight chapters is not based on the eight 
parts of speech. Rather, it is based on the needs and convenience 
of translation work. For example, there is a chapter on nouns,, 
another on 'personal pronouns', and another on 'pronouns, adjec- 
tive s* and adverbs'. Since there are no articles in Chinese, there 
is a special chapter on articles. Numerals are also tricky for 
the translator, so one chapter Is devoted to them. 
The contents of these chapters are mostly based on practical ex- 
perience. They are chiefly contrasts of English and Chinese 
grammar . Differences and similarities of the parts of speech 
are pointed out. Emphases are laid on the differences. Sampl 
translations are provided to demonstrate the practical use of 
translation methods, so that the learner can learn to express the 
same thinking In two different languages (Emphasis added. ) 
Like other grammatical translation educators, Loh regards translating 
as a 'technique, or craft, (though he does not like the label 'skill'). 
IStandard ways of translating', 'correct conceptst, and fsample trans- 
lations, are taken for granted. So are the parts of speech and the possi- 
bility of expressing ? the same thinking act in two 4ifferent languages'. 
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Translating 'principles, are no more than contrastive grammar, and 
grammar means lexicon and sentence patterns. Such attitudes prevailed 
in the majority of the works on TT published in Chinese in the fifties 
and sixties, as they did In many works of the same period elsewhere. 
The fact that this fashion is far from dying out is. underlined by the pub- 
lication, of P. Sun and S. Fungi s Principles of Translation: English to 
Chinese In 1975 (third impression 1979) by the Chinese University of 
Hong Kong and used as a textbook there. 
5A table of contents of this 
book is revealing: 
Chapter 1. Common Nouns 
2. Proper Nouns 
3. Personal Pronouns 
4. Relatives and Interrogatives 
5. Indefinites - 
6. Articles, Demonstratives, Numerals 
7. Moddiers 
8. Tenses, 




13. Meaning, Tone and Such Matters 
14. Footnotes 
15. Reference Books 
The rationale behind this work is explained In the Preface (my trans- 
lation): 
One cannot translate from English to Chinese if one's understanding 
of the English language is inadequate. it is because of this that 
we discuss the parts of speech of English chapter by chapter, paying 
particular attention to the areas where problems may arise when 
translating.... 
One of the most common mistakes in English-Chinese translation 
is the production of Anglicized Chinese which is awkward If not 
ungrammatical. This is the result of the translator's ignorance 
of the differences between Chinese and English grammars. Maybe 
he is aware of such differences, but fails to break away from the 
bondage of grammar when translating. This is a mistake most 
easily made. Many an experienced translator falls into such a 
trap. (Emphasis added. ) 
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This emphasis on the comparison of the SL and TL grammars was 
made earlier by V. Prochdzka., 
The art of translation begins only when there is a vivid awareness 
of the difference In structure between the two languages, a sense 
for their different functional stratification, and the ability to over- 
come these differences by one? s own expressive devices. ([1942] 
1964* 96) 
Hence, It is useful for translators to compare the pattern of each pair 
of languages, for example -. 
In regard to German, it Is above all the different sentence struc- 
ture, especially the frequent compound sentences with relative 
clauses; grammaticalized word order;... different use of tense In 
dependent clauses and indirect speech. 
In regard to English, fixed word order, especially the placement 
of the complement of place and time; the use of the gerund, parti- 
c1ples, and progressive tenses.... (Prochfizka [1942] 1964: 96-97) 
A considerable part of Vinay and Darbelnet's Stylistique Comparde du 
Frangais et de I'Anglais (1958) Is devoted to such comparison of parts 
of speech. In the chapter 'La Transposition', for example, students are 
told: 
Parler dlespA-cep, cfest reconnalltre Implicitement que, dans le 
rapprochement de deux langues, les memes valeurs s6mantiques 
peuvent se cacher sous des esptýces diffdrentes. Sl le traducteur 
travaillait sur une langue neutre, uniquement faite de concepts 
et complbtement ddgagde des servitudes linguistiques (par exemple, 
r6digde en formules algdbriques ou symboliques), nous nlaurions 
pas A parler d, espiýces et, par consdquent, il nly aurait aucune 
transposition A effectuer. On se souvient en effet que la trans- 
position. .. est un procdd6 qui consiste A remplacer une partie du 
discours par une autre sans changer le sens du message. 
Mais la. r6alit6 que st offre au. traducteur est tout autre: sl le 
message (sens global) de 'He almost fell, est blen 6quivalent de 
in a failli tomberf, il faut. reconnaitre que le d6tall des rdalisations 
difftxe considdrablement, pulsque falmost, (adverbe) est ici rendu 
par Ifailli, (verbeý. Nous sommes 1A devant le passage dfur; e partle 
du discours A une autre; 'almost, et Ifaillif appartiennent A deux 
espbces diffdrentes. (1958: 96) 
Loh's course Is also conducted in a similar way. The section on 
, relatives, goes like this: 
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in English there are relative pronouns and relative adverbs, 
which form a very useful and important element in sentence 
construction. They Introduce adjective clauses and join them 
to the principal clauses. The same element Is found in other 
Western languages, such as Russian, French, etc. It is there- 
fore not very difficult to translate relatives and adjective clauses 
from one Indo-European language into another, but there seems 
no such part of speech In pathua or colloquial Chinese. This Is 
the reason why we cannot translate adjective clauses literally 
from English into Chinese. (1958,1. - 66) 
There is no lack of works which warn translators of the pitfalls of 
grammatical non-correspondence across languages. To cite a well-known 
case: 
For example, the phrase tGod and Father of our Lord Jesus Christ, 
(Ephestans 1.3)-can be taken in some languages to refer to two 
different persons, God, -and Father,. I This construction using the 
word land, in Greek and English actually Involves two references 
to the same person, so that in many languages it must be rendered 
as tGod, who is the Father of our Lord Jesus Christ'. (Nida 1981: 
403) 
Traditional grammatical TT never dies. " It fulfills a need in the 
training process. Long after traditional grammatical FLT went out of 
fashion, Instructions like the ones described above still play primary 
roles in some curricula, as exemplified by this 1983 report on the ' 
Greek students, difficulties In Greek-English translating: 
It must, -however, be' stressed that the 'difference- in structure 
necessitates a transformation of the given Greek sentence before 
it is translated into English: either a transposition of the words 
may be required, or a change in the tense of the verb, or some- 
times the whole sentence must be completely rewritten. 
(Dimitropoulos 1983: 34-35) 
Not surprisingly, this traditional grammatical approach is usually 
welcomed by those students with little experience in translating, and 
whose command of L2 Is inadequate. Instructions of thi's kind often 
make such students feel secure (, Now I know how to deal with conjunc- 
tions; next lesson I will learn to translate passive constructions, ), though 
it can be argued that this is a false security, as translating is much 
more than grammatical transfer. 
6, I 
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Though this approach is never abandoned, translation educators 
were influenced by the growth of formal linguistics which replaced 
traditional grammar as the mainstream of language studies. The appli- 
cation of modern linguistics to TT gave birth to the method described 
below. 
I 
4.2.1.2 The Formal Linguistic Method 
The cardinal differences between traditional and formal (or modern 
structural) grammars are those 
humanistic studies. As pointed 
subjectively defines classes and 
meaning, formal grammer does 
analysis of the phonology, morp 
1967: 166-67). 
that distinguish empirical sciences and 
out In 3.2, while traditional grammar 
assigns rules for language based on 
so objectively based on a structural 
hology, and syntax of a language (Dinneen 
Like traditional grammatical theorle. 5, formal linguistic ones f6llow 
an equally I static' approach, translating langue rather than parole. But 
unlike their predecessors, formal linguistic TT theories are not bound 
by the parts of speech and other language-specific modes of description 
which are recurrent in traditional grammatical discussions. 
7ý Moreover, 
prescriptive pronouncements gave way to descriptive exposition. 
Like traditional grammatical translation educators, formal linguistic 
ones are preoccupied with grammar. One can even argue that they are 
not teaching translating but contrastive grammar. The following extract, 
taken from a treatise which appeared during the most prominent period 
of this approach, served as a good illustration of this point: 
Many languages have no gender, and those that have find it often 
useless because it is not semantically consistent, and unnece-bsartly 
complicated because It entails concordial agreement of adjectives 
and nouns. But while most European languages have only two , (French, Spanish, Italian) or three (Latin, Greek, German, Russian), 
Salish, an Indian language of California, has six genders . 
Navajo, 
twelve, and some Bantu languages as many twenty-five or thirty.... 
We generally regard number as necessary, and we are used to 
distinguishing only between one and more than one. But some 
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languages, like that of the Tarahumaras in North Mexico, do not 
distinguish between singular and plural, while Fijian has a four- 
way system for personal pronouns... and no number at all for nouns. 
In Bolivian Quechua, the plural suffix -runa Is strictly optional. 
(Despatie 19671 33) 
In his Les problbmes th6oretiques de la traduction, Mounin adapted an 
example from L. Hjelmslev, s Prologomena to a Theory of Language 
(1953: 31-32) to illustrate the linguistic problem of translating in a manner 
typical of this Formal Linguistic Method: 
QuIon prenne une s6rie d'expressions connues pratiquement comme 
exprimant des situations synonymes: Fr. Je ne sals pas; Angl. 
.1 
do not know; All. Ich weiss es night; It. Non so; Russe, Ja ne 
, 
znaju, etc.... Quion analyse et quion numdrote le decoupage de 
ces expressions selon les marques du sens: 
1= je 
11 = flexion verbale indiquant spdcialement la premi6re personne 
du singuller 
2= sais 
3= n6gation exprim6e en un seul mot 
3 ... 31 = n6gation exprim6e en deux mots 3 ... 3111 
4= n6gation exprimde par un auxilialre, type do 
5= objet de la n6gation 
Fr. 132 31 
Angl. 1432 (si 
do est analysd comme auxilialre) 
13 3" 2 (si To- not est analysd comme n6gation 
& deux termes) 
All. 12 -5 3 
Ital. 32 it 
Russe 132 11 
On apergoit que'le'sens est littdralement'constrult (bati, disposd, 
,,! - organisd) clest-d-dire 
form6 de fagon diff6rente selon- les langues. 
Hjelmslev en conclut - qu, 11 existe, A, co"td de la substance du contenu. 
(postulde comme btant la meme dans les cinq dnoncds), une forme 
du contenu. qui peut varier et qui varie visiblement e'n fait, selon 
les langues. Ici, la meme substance du contenu. regoit ciýq formes 
dont aucune ne coincide avec le d6coupage des quatre, autres. 
(Mounin 1963: 36-37) 
As pointed out In 3.2.2.2, Catfordis A Linguistic Theory of Trans- 
lation: An Essay In Applied Linguistics Is representative of this method. 
Convinced that theltheory of translation is essentially a theory of 
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applied linguistics, (1965: 19), his work includes these chapters: 
1. General Linguistic Theory 
2. Translation: Definition and General Types 
3. Translation Equivalence 
4. Formal Correspondence 
5. Meaning and Total Translation 
6. Transference 
7. Conditions of Translation Equivalence 
8. Phonological Translation 
9. Graphological Translation 
10. Transliteration 
11. Grammatical and Lexical Translation 
12. Translation Shifts 
13. Language Varieties in Translation 
14. The Limits of Translatability 
Catford explains his rationale of such arrangements in his Preface: 
Since translation has to do with language, the analysis and des- 
cription of translation processes must make considerable use of 
categories set up for the description of languages It must, In 
other words, draw upon a theory of language -- a general lin- 
guistic theory. (Emphasis added) 
(For a more detailed description of formal linguistic TT, especially of 
the contribution of Nida and Catford, see 3.2.2.2). 
Although this formal linguistic approach pays a fair amount of 
attention to the formal aspects of language, I. e. contrastive grammar 
(e. g. the equivalence-probability of the equivalence lFrench preposition 
English preposition is 75% 1; see Catford 1965: 33), Its willingness to 
reach, out to, semantics (especially its non-logic portions) and stylistics 
(especially its descriptive portions) brings it to the boundaries of the 
Cultural and the Interpretive models respectively. When the teacher 
shows the class the relativity of colour terms in two languages In his 
attempt to explain, semantic principles (e. g. the meaning of Iredt in 
'This is a red rosel), he has gone over to the domain of the Cultural 
Model. When he analyses stylistic ambiguity beyond registers, etc. 
(e. g. ! This is a red rose, against IThis rose is a red one, or 'A red 
rose this is'), he has gone over to the Interpretive Model. 
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4.2.1.3 Example: The Two Methods at Work 
To illustrate the basic principles of these methods, we may take 
the sentence 'This is a red rosel and 'She is my cousin' as examples, 
and imagine how Traditional Grammarians and Formal Linguisticians would 
go about translating them. 
In both cases, the question the translators ask of themselves is: 
How are these sentences expressed in Language T? But they find their 
answers via different means. 
The Traditional Grammarian teacher would in all probability begin 
by analyzing the parts of speech of each word In the sentences. He 
would perhaps elaborate on the present tense of the verb to be in both 
sentences, and the function of the pronoun 'she, as subject, showing the 
students how the 'correct, equivalents in the TL can be found -- prefer- 
ably within the same parts of speech (1 nred" is an adjective in English, 
and the corresponding adjective in language T should be 
If a word-for-word rendering does not seem to produce the original 
#meaning', he would show how translating 
-ttechniquest, 
such as trans- 
position or omission, can be employed. 
The Formal Linguistician teacher, on the other hand, would com- 
pare the different systems of delctics in the two languages, pointing out 
that this, is the more proximate demonstrative of a two-term system 
in standard English, and the most proximate of a three-term system 
in North-east Scottish dialects (Catford 1965: 37), and that the singularity 
in frose, Is the unmarked form of a two-scale number system of the 
English language. Similarly, by contrasting the pronoun system of English 
and the TL, the inevitable information lost or gained when substituting 
a functional equivalent in the TL can be shown precisely in the case of 
'is' (tense and number) and 'she' (gender, person, and number). 
4.2.2 The Cultural Model 
This approach to TT is the product of a view, of language which 
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emphasizes the meaning of signs in linguistic communication, and defines 
meaning In terms of cultural fields and contexts. * According to such a 
view, freal semantic content of language is the ethnography of the culture 
in which that language Is spokent (Despatle 1967: 63). ' Hence, trans- 
lating Is essentially a cultural artefact. It is an expression of the state 
of culture in which the translator works, and its ways change when cul- 
tural attitudes change (Rabin 1972: 13). To develop such an argument 
further: 
The attitudes and values, the experience and tradition of a people, 
inevitably become involved In the freight of meaning carried by a 
language. In effect, one does not translate LANGUAGES, one 
translates CULTURES. Ethnography may, in fact, be thought of 
as a form of translation. (Casagrande 1954: 338, original emphasis) 
Before describing the propositions and implications of such a Cul- 
turalist viewpoint, it Is appropriate to Investigate the semantics of the 
term 'culture, Itself here , as it is used In translation studies. Admittedly, 
, culture, is one of the two or three most complicated words in the English 
language, for various reasons (Williams 1976: 76-77). Apart from 
referring to . tphysicall processes (such as I sugar-beet culture? ), it has 
at present three broad active categories of usage: (I) the independent 
and abstract noun which describes a general process of Intellectual, 
spiritual and aesthetic development, (H) the independent noun, whether 
used generally or specifically, which indicates a particular way of life, 
whether of'a people, a period or a group, and (Ili) the Independent and 
abstract noun which describes the works and practices of intellectual and 
especially artistic activity (such as music, literature, painting and 
, 
film) 
(Williams 1976: 80). Translation. theorists, on the whole, take the anthro- 
pological usage, concentrating on the second category of meaning des- 
cribed above. Nida, for example, sees the ? major elements of culture, 
as material, social, religious, linguistic and aesthetic, features of 
individual societies (1964: 55). Gode develops this idea further: 
We term culture the sum total, through time and space, of the 
manifestations of life in a given society. Granted that this con- 
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cept of society is elusive; the concept culture in its derivation 
from society is not. It is easy, to be sure, to sense the dif- 
ference of an extreme oriental and an extreme occidental society, 
but It is quite difficult and probably moot to decide whether two 
adjacent societies should be considered separate, variant, or co- 
incident entities. In other words: I do not know how many dis- 
tinct societies there are and how many distinct cultures. (1964: 23) 
In defining culture along ethnographic lines, translation theorists often 
run into ambiguities when discussing the relations between language and 
culture. They have to distinguish the two, but at the same time they are 
aware of their inseparability. 
C. Rabin's statement on the two aspects of translating is an echo 
of a view found In many, writings on translating: tTranslation has two 
sides, closely connected with. each other. One Is language, the other 
is cultural background, (1972: 11 see also Doecker 1973: 226). 
Following this logic, language and culture are seen in opposing termst 
fNo language can exist unless It is steeped In the context of culture; 
and no culture can exist which does not have at Its centre, the structure 
of natural language, (Lotman/Uspensky 1978: 211). The necessity of dis- 
tinguishing these two elements In translating Is underlined by G. Despatie 
who distinguishes linguistics from ethnography in TT: 
It has often been stated that to translate one must know the language 
from which he translates. And it has always been taken for granted 
that a knowledge of the language, includes a knowledge of the customs 
and manners of the people who speak or write that lenguage, in the 
sense that the translator relies on his travels and readings to make 
sure not only that he, has rendered the right meanings but that he 
has created the right istylet and tatmospheret. It is therefore im- 
portant, In a theory of translation, to distinguish between language 
and culture, and to Insist that both linguistics (the scientific study 
of language) and ethnography (the scientific study of culture) must 
be studied systematically. (1967: 63-64). - %, 
The Cultural approach to translating differs from the Grammatical- 
in that it concerns itself with the semantic rather than syntactic aspects 
of verbal communication. 
8 Instead of attempting to match equivalent 'ý 
lexicon picked from the SL and TL, the Culturalists admit that it is not 
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always possible to do so. This approach differs from the Interpretive 
in that it denies the personal and interpersonal dimensions in its emphasis on 
intercultural contrasts, and it neglects the co-textual and existential 
dimensions as It almost always translates langue rather than parole. 
According to this view, a word is a world, its history a culture. It 
is therefore essential that the translator be truly bi-cultural as well as 
bilingual (Ivir 1972: 619-20). 9 He must be a man of other cultures be- 
sides his own. Semantics cannot be understood apart from the ethno- 
logical matrix in which the language Is spoken. The assumption is that 
language Is culture, translating Is describing and explaining the world 
view of one people to another. 
Various strategies to tackle cultural problems In translating have 
been proposed. While it is neither possible nor necessary to categorize 
every one of them, it is revealing to identify and describe two which 
operate on different theoretical planes. 
4.2.2.1 The Ethnographic al-Semantic Method 
Just as linguistic fieldwork in exotic corners of the earth enriched, 
modified and sometimes falsified armchair linguistic theories In the past 
century, translators In the field brought valuable insights and revolutionary 
Ideas Into translation theory. The increased contact among cultures in- 
evitably led to a much fuller realization of the differences existing 
between them, and this in turn enabled the translator to attend to hitherto 
neglected areas. It was the Bible translators, tormented by thorny 
problems in their task, who developed translation theories along Ethno- 
graphical -semantic (E-S). lines. 
While grammarians, especially formal ones, tend to shy awhy from 
'meaning', ethnographical -semanticists confront it squarely from an anthro- 
pological point of view. They realize that it is not helpful to understand 
the meaning of words along the grammatical divisions of parts of speech, 
which are superficial, arbitrary, and language-bound. Instead, they explore the 
possibility of formulating deep semantic structures, and come to the 
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conclusion that Imeaningf itself is Inseparable from language itself, 
and Is therefore inevitably culture-bound. In various degrees, they 
acknowledge the grave limitations of translating, and devise 'objective' 
means to demonstrate those limitations. (Culturalist translation theorists 
who concluded otherwise, i. e. held that meaning is after all separable 
from language, would tend to favour the Dynamic Equivalence (D-E) 
method, described In 4.2.2.2). 
In practical terms, E-S translation teachers spend most of their 
time introducing to the students (whose Ll Is the TL, and who are sup- 
posed to have mastered the SL) the civilization of the SL, pointing out 
the crucial contrasts between that culture and their own, and how the two 
peoples conceptualize and subsequently dissect the world differently. 
Students are trained to be sensitive to the culture-bound elements inherent 
In, and unique to, each lexical item of a language. Thus Nida warns the 
translator never to take for granted the background Information of a 
communication: 
When the Bible speaks about 'separating the sheep from the goats, 
in the day of judgement, It Is quite unnecessary to explain that 
sheep symbolize highly favored persons and goats the opposite, but 
In a translation made for Central Africa such an expression is 
quite misleading, for goats are highly prized and sheep serve as 
more or less despised scavengers. In one of the languages of 
West Africa the description of hell as Ia place where the fire 
never goes out, impressed the people as an excellent place to go, for their concept of a disagreeable place would be a cold place, 
not a hot one. (1971: 347-48) 
R. M. Adams provides another illustration of the typical cultural 
problem faced by the translator.: 
Probably It is not very important that when the word Itreet is ' 
used, a Norwegian thinks automatically of a pine, while a 1ýoly- 
nesian thinks of a palm; but it is a more serious problem when 
the word is set before an Eskimo who has never laid eyes on a 
tree of any sort. Translation then is faced with a double leap, 
to explain the word and then to explain the experience.... (1973: 7) 
Summing up the variations In cultural meaning, Reyburn points out 
that: 
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1. Different cultures often assign very different meanings to 
the same forms and activities. 
2. Different cultures assign similar meanings to very different 
forms and activities. 
There are some activities whose communicative intent In the 
SL culture is different from that understood in the TL culture. (1969: 
163-65) 
Differences in ecological, social and political culture can present 
problems of -varying degrees of seriousness to the translator. 
10 Trans- 
lating the gospels for people who do not know horses, donkeys, vine- 
grapes, market places, political boundaries, servant-master relationships, 
etc. can be a nightmare (Peeke 1965: 49). Even more difficult for the 
translator are the gaps in philosophical, ethical and religious concepts. 
The case of the Bible translator working in a society with the Idea of a 
female creator and god Is well documented (Venberg 1971). Similarly, 
one would not be surprised to hear the anthropologistfs report that levery 
one of the psychosocial keys to themotivation of the play [Shakespeare's 
Hamle ]'were unintelligible and unacceptable to the Tiv, the tribesmen 
In Nigeria (Taber 1980: 423), or of the failure of the performances of 
'Hamlet, when the Chinese audience totally misinterpreted Shakespeare's 
11 intention, despite a faithful translation (Chang 1951: 3-4). 
Such examples of cultural contrast are abundant, especially in 
culture -conscious discussions on translating which have appeared since 
the fifties (e. g. articles which appear regularly in The Bible Translator . 
In the final analysis, the theme of such anecdotes and their conclusions 
are invariably that cultures differ,. and the translator can only tTy his 
best In a sometimes impossible situation. 
12 
In fact, the basis of this 
method of TT can be traced to the so-called 'relative, view of language 
and culture associated with Whorf and Sapir, who inherited Humboldt's 
theory of the world-view of language in the last century. This Sapir- 
Whorf hypothesis is summed up by Whorf In the following way'. 
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every language'is avast pattern-system, different from 
O*iýers, in which are culturally ordained the forms and categories 
by which the personality not only communicates-, but also ana- 
lyzes nature, notices or neglects types of relationships and phe- 
nomena, channels his reasoning, and builds the house of his con- 
sciousness. (1956: 252) 
Hence the difficulty of any form of Intercultural communication, in- 
cluding translating: 
No two languages are ever sufficiently similar to be considered 
as representing the same social, reality. The worlds in which 
different societies live are distinct worlds, not merely the same 
world with different labels attached. - (Sapir 1956: 69)13 
When a strong view of this argument is taken, it will Inevitably 
lead to the conclusion that translating is Impossible. Ethnographic 
semanticists, however, take this merely as a starting point, and con- 
sider translating a necessary evil, good translations being the'best that 
can be made of an apparently Impossible task. Translator training, ac- 
cording to this method, Is basically a cultivation of the awareness of cul- 
tural gaps. The student Is reminded, for example, never to'take for 
granted colour terms, since different languages, draw -the 
boundaries of 
various colours differently, and give different weights to the dimensions 
of hue, 
1, 
luminosity and saturation In the organization of their systems of 
colour terms (Lyons 1968: 430). Also, the classification of kinship 
terms varies from society to society (Despatte 1967: 41-42). , 
In order to assess the Imeaningf in individual lexicons, various 
techniques are devised by semanticists, _ 
including chain analysis, hier-, 
archical analysis, and componential analysis. Among these', componential 
analysis Is the most popular with translation theorists. Proposed earlier 
by such linguists as Jakobson and Lotz, this technique was formally 
introduced to translating by Nida. It can help the translator to gain 
insight into the distinctive features which underlie the contrasts between 
equivalent terms In two languages, to discover unsuspected features or 
distinctions In meaning, and to reveal the functioning of a system in 
14 
its simplest terms (Nida 1964: 85-86). 
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The availability of such tools to investigate meaning across culture 
does not always ensure its transferability. As Lyons points out, words 
like tbrown', monkey', 'chair', Jug,, carpet, cannot be translated Into 
French out of context and without making more or less arbitrary 
choices. It is impossible, too, to translate 'snow, into Eskimo, Isandl 
into many aboriginal languages of Australia, and 'camel' into Arabic, 
for there are no single, general terms for them (1981: 67). Such un- 
translatability, however, is a direct result of the context-free nature of 
the E-S discussions. When co-text and context are taken into account, 
as is the case with all discussions according to the Interpretive Model, 
most of these problems can be minimized, even where the cultural gap 
is formidable. 
What is beyond the assistance of componential analysis, or even 
context, must be the more general cultural gap that exists on a more 
abstract plane. To cite an exampleg. 
A North American young man may easily talk to his father in 
an informal personal tenor; Indeed his father might suggest he 
was being ftaken for a ride, if he did otherwise; but an Oriental 
young man may have to use honorific forms In such a situation. 
Certainly filial respect and affection are likely to be both present 
in both situations but respect Is usually not linguistically relevant 
for the North American in this situation; it is for most Orientals. 
(Gregory 1980: 465) 
The translator's problems are aggravated further by more profound 
differences like these: 
Different civilizations, different epochs do not necessarily produce 
the same 'speech mass,; certain cultures speak less than others; 
some modes of sensibility prize taciturnity and elision, others 
reward prolixity and semantic ornamentation.... the divisions be- 
tween what we say to ourselves and what we communicate to others 
have not been the same in all cultures or stages of linguistic 
development. (Steiner 1975: 18-19) 
Thus, cultural gaps may also exist In language use as a whole, and 
even in ideas on translating itself: 
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There are many stereotypes in general use -relating to what an 
acceptable translation should be like, some of which have been 
part of our literary traditions for a very long time. Moreover, 
each culture has its own stereotypes; each language has its own 
hieratic varieties which have shaped Its speakers, intuitions about 
prestige, propriety and correctness. Some cultures display more 
readiness for linguistic change, more tolerance of linguistic vari- 
ability, than others. One of the most fundamental tasks facing the 
translator, therefore, Is to understand the cultural attitudes which 
have given rise to such stereotypes, and to attack those which have 
led to inflexible ways of thinking. How this is best done is ob- 
scure, for the very existence of the problem has been but recently 
recognized. (Crystal 1976.327) 
'Particularist, views like this, which are Invariably present in many 
E-S teachings, may well be an obstacle to the formation of positive and 
concrete translating procedures which this method obviously lacks. As 
the last sentence in the last quotation illustrates, E-S discussions are 
usually open-ended. The implied logic seems to be that strategies to 
bri dge the cultural gap should be left to the skill, intuition, and conviction 
of Individual translators. 
The same is not true of the Dynamic Equivalence Method, another 
identifiable kind of cultural TT approach. If E-S discussions are often 
philosophically oriented, D-E ones appear far more pragmatic and 
loptimistict, focusing on the needs of Immediate situations of translating. 
Instead of Indulging In comparative world views, D-E translating principles 
concentrate on reader-response, as explained in the following section. 
4.2.2.2 The Dynamic Equivalence Method 
This method of translating has a long history under various labels, 
with definitions and scopes which are not identical. Otherwise known as 
the 'equivalent effect principle, (Koller 1972), 'Communicative -translation, 
(Newmark 1981, 
-as 
opposed to 'Semantic translation? ), 'effect-centred 
text translating' (Reiss 1968), 'cultural translationt (Catford 1965, as 
opposed to 'linguistic translation'), 'ethnographic translation, (Mounin, 
as opposed to linguistic translation'), or 'direct procedures, (Vinay/ 
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Darbelnet 1958, as opposed to 'indirect procedures'), this method can 
be seen as a modern and more clearly defined version of the age-old 
notion of 'free' translation, ? idiomatic' translation, -? naturalization -- 
bring the author nearer to the readert (Schleiermacher, as opposed to 
fore Ig nization), 1prospective translation' (Postgate, as opposed to fretro- 
spective translation'), 'illusionistic translation, (J, Levy' , as opposed 
to I anti -illusion! stic translation') (see Reiss 1981'. 127; Newmark 1981: 
38; Boecker 1973: 225), and 'exporting the TL readerl(as opposed to im- 
porting the SL author, see Morgan 1956: 322). The most popular version, 
however, is the one prdsented by Nida (1964) in terms of 'dynamic- 
equivalence. translationr (as opposed to I formal -equivalence translation'). 
Fundamentally, this Idea is an heir to the principle, first stated by 
P. Cauer In 1896, that the TLT should produce the same effect on the 
TLT readers as the SLT did on the original readers (Newmark 1981: 132). 
Since Nida, the emphasis of D-E is on the liberation of form (D-E being 
seen as the opposite of formal equivalence, though, as described below, 
D-E relies equally on content adjustments (see Newmark 198L 132). 
On the theoretical level, this new focus in translating Is nothing 
short of a refutation of the traditional philosophy of translation which 
assumesl that the SLT and TLT stand in a relation of equivalence: the 
meaning of the former being transferred, to the latter (1vir 1972: 616-17). 
This Is the presupposition of the three methods described above. Ac- 
cording to the principle of D-E, there is no such replacement in trans- 
lating. instead, like the two methods described below, the translation 
is considered to be no more. than one specific manifestation of the SLT 
for an audience in a different but specific spatio-temporal background. 
Relieved from the burden of total equivalence, the translator's task 
becomes more realistic, as its goal Is more clearly defined. 
' 15 ' 
Contrary to the E-S method, there is an Implicit 'universalist' 
assumption in D-E translating, summarized in Nida's motto: Anything 
that can be said in one language can be said in another, unless the form 
Is an essential element of the message, (Nida/Taber 1969: 1). 
16 Every 
140 
endeavour to translate the Bible inevitably carries the conviction that 
Godis message is meant to be. transmittable In every language, that 
cultural barriers, formidable as they seem to'be, are there to be over- 
come. 
According to this method, the success of a translation Is judged 
by the similarity of the response of the TLT readers and the original 
SLT receptors (Nida 1969: 1). The 'purpose' of the SLT, among 
the various elements of the communicative act, should be given priority 
when translating. The ? message, Is considered the most important element 
(Newmark 1973: 10-11). For example, a translation of the Instruction of 
using a machine Is good if the engineer who reads the TLT is able to 
work on the machine correctly. Similarly, translations of religious 
texts must have the same religious effect as the original has upon those 
who use it. I Therefore, the text of such a translation Is not linguistic.... 
The test of a successful translation is therefore social, psychological, 
or cultural, (Rabin 1972- 12). 
ý Nida provides a working definition of D-E translating: 'One con- 
cerning which a bilingual and bicultural person can justifiably say, - "That 
Is just the way we would say It" 1 (1964: 166). 
17 A D-E translation is 
not merely another message which is more or less similar to that of 
the SLT, but the closest natural equivalent': the term 'equivalent', 
pointing toward the SLT message, the term. 'natural' pointing toward the 
TL, and closest', binding the two orientations together on the basis of 
the highest degree of approximation (Nida 1964: 166). Thus a D-E trans- 
lation looks not so much to the SLT as to the expected reactions of the 
TLT readership. J. B. Phillip's New Testament in Modern English was 
cited as a particularly clear example of this (Doecker 1973: 47; Nida 
1964: 159-60). 
Between these poles of translating (i. e. strict formal equivalence 
and complete D-E), there are a number of intervening grades, repre- 
senting (in Nidars view) various acceptable standards of translating. 
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Since the beginning of this century, there has been a 'marked shift of 
emphasis from the formal to the dynamic dimensiont (1964: 160). 
1 
Among the techniques of D-E translating, cultural transposition 
(the replacement of one cultural element by another to achieve equivalent 
effect) on different levels is probably the most common. In many cases, 
transposition is the key to a D-E operation. Yet this usually leads to 
theoretical as well as practical problems. A transposition often creates 
as many problems as it solves: 
Translators of the Bible Into Eskimo tell us, with understandable 
pleasure that, In casting about for an equivalent to flamb of God,, 
they find u very successful rendering in the phrase tseal of God,. 
it Is a triumph, no doubt about it. But how then does one trans- 
late 'The Lord is my shepherd,? (Adams 1973: 7) 
The determination of the acceptable or 'safe, degree of D-E is 
always delicate and controversial. Phillip's changing the greeting of 
, holy kiss, In Romans 16: 16 to a hearty handshake, which won the ap- 
proval of Nida (1964: 159-60), can result In disturbing repercussions 
when the translation is seen as a whole. 
This D-E principle of translating does not apply to cultural matters 
alone. Other aspects of communication, such as sociolinguistic and gram- 
matical ones, are also involved. 
18 
But it is in 'the transposition 'of 
cultural elements that this principle is considered most often, I especially 
with texts that belong to a different spatio-temporal background. 
The application of this D-E principle does not only give rise to 
new translations of old texts, but dramatically 'transformed, ones as 
well. Indeed, this proposition of D-E opens a brave new world for many. 
The discovery of the'strangeness of the Gospel, gives impetus 
to d namic interpretation. Thus men and women, and especially 
many young people, are no longer content to tell the story of 
Jesus in modern translations: they want to retell it their own 
way, using the TEV as a trampoline, as a basis, to apply the 
original message to their own cultural situation, using the media 
of communication that our generation uses for its daily communi- 
cation. 
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This new approach is daily bread in the new African and Asian 
churches where the Gospel stories are retold and re-enacted 
in the social media of communication, using dynamic equivalent 
Interpretation mbthods. It is still revolutionary in Europe, where 
it is often left to marginal groups and to the pop musical. What 
after all are tGodspellf, fJesus Christ Superstar', and the many 
Christian thappenings, staged in many places (mostly outside the 
church), if not attempts at Itransculturatingf the biblical text Into 
our own media? What the Reformers and Wesley did when they 
Interpreted biblical messages for their generation Is taking place 
around us, if only we have eyes to see It. (Fueter 1972: 324, 
emphasis added) 
When pushed to the extreme, such a principle can become a kind 
of ? anything goes, philosophy. Alarmed by the 'incredibly wide range of 
Interpretation, of this concept In the thirty years that followed its first 
proposition, Nida clarified hts position in 1977, stating that not fevery 
dynamic rendering, Irrespectivet can legitimately be regarded as D-E 
translation. He also distinguished between two types of D-E translation: 
'cognitive content, and 'emotive response'. When the focus of Inter- 
lingual communication Is upon the cognitive content, the degree of trans- 
position that Is justified depends on the importance of the historical 
time-space setting. Also, less attention needs to be paid to close verbal 
correspondence In translating texts which consist of ethical maxims of 
universal application. As for texts whose objective is to-'elicit an 
emotive response from the receptor, the translator is comparatively 
free to employ all kinds of devices to achieve a similar objective (Nida 
1977b: 500-3). In the same paper, C. Jordan's Cotton Patch Version 
of Luke and Acts is cited as an outstanding example of cultural adapta- 
tions Involving radical time-space alterations. 
19 
Nida's concluding word 
on D-E translating is: 
Translations which focus upon cognitive content In some in'stances 
or upon emotive response In others may be regarded as dynamic- 
equivalent (D-E) translations. The ways In which Individual trans- 
lations treat the underlying text may differ radically, and the 
legitimacy of each translation must depend upon both the nature 
of the original text (as determined by the two se 
' 
ts of intersecting 
factors mentioned above) and the type of receptor for which the 
translation Is prepared. (1977b: 502) 
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4.2.2.3 Example: The Two Methods at Work 
When translating, the question E-S translators ask is 'How can 
I express this in the world of the TL, so that cultural gaps are bridged 
as far as possible? ' The D-E translator, on the other hand, would ask 
'How should I express this message In the TL, so that my readers would 
react in the same way as the SLT readers do?, 
When asked to translate sentences like 'This is a red rose, and 
'She Is my cousin?, Ethnographic-Semanticists would be particularly 
sensitive to the cultural elements t involved In the terms rose, and 'cousin,. 
They might employ componential analysis or other techniques to assess 
rationally the cultural differences between corresponding concepts and 
labels, if there are any, in the TL culture (e. g. most languages do not 
have kinship terms as unspecific as 'cousin', so the blood relation between 
the speaker and this female. relative have to be ascertained before the 
term can be. translated). Also, aware of the fact that no two languages 
cut up the spectrum identically in their sets of colour terms, they would 
consider it naive or irresponsible to go straight for the first equivalent 
term for 'red, found in a bilingual dictionary. (Some languages have 
specific adjectives to describe the redness of roses, others do not. ), 
They are also cautious to find out, for example, if the mention of Ired 
flowers is a taboo in front of a particular audience in the TL culture, 
or if such mention, or the object itself, is associated with ideas which 
are alien to the SLT. 
Proponents of D-E would probably first determine carefully the 
purpose of the TLT, and then choose a strategy which can lead to 'the 
closest dynamic equivalent effectst (perhaps according to their own inter- 
pretation of the concept). Depending on the purpose of the taskýin hand 
and individual persuasions, this might lead to a straight-forward Isemantic 
translation, (i. e. an SLT-blased rendering) with or without footnotes, - or 
it could involve drastic cultural transposition, such as substituting the 
rose for another object (which may or may not be a flower)- that is con- 
sidered to embody the most proximate idea (emotive -response rendering), 
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and perhaps the replacement by other denotationally dissimilar terms 
for 'red, and tcousint as well. 
Due to its emphasis on the purpose of individual'communications, 
D-E translating shares some of the grounds of the Interpretive Model, 
the most notable of which being sensitivity to context. This is possibly 
the most significant difference between the E-S and the D-E methods: 
while the former, like all Grammatical Methods, concentrates on langue 
(regarding cultural differences as statict ? red roset and 'cousin' always 
come out in language T asý 1X1 and IV), the latterworks with-parole 
(fln this case, the closest D-E should be "Z11t). 
4.2.3 The Interpretive Model 
The shifting of focus of attention from langue to parole In modern 
linguistics since the late sixties has revolutioniz-ad translation studies. 
Now no apology Is required to demand the co-text and context whenever 
a word or a sentence is discussed, as meaning exists only in unique 
Interpersonal spatio-temporal terms. Words ý as such cannot be trans- 
lated, translation equivalence is not a problem of 'languages In contactt) 
t 
but a problem of existential communication (Pergnier 1978: 202). Ac- ', 
cording to such a view, translating Is basically a text-to-text operation, 
rather than an Interlingual or intercultural operation (Toury 19 8 0: 2 3). 
As described in 3.2.4, translation theorists gradually abandoned 
the view Inherent in the Grammatical Model that translating means 
decoding and recoding. 
20 Nida, again, was among the first to, point 
out this impossibility of divorcing text interpretation from translatURg When 
he said in 1968: 
All translators somehow Interpret the Bible. The so-called 
objective, scientific translation does not exist. We all have to 
recognize that the moment we try to understand what the author 
wanted to say, we begin to interpret the message. 21 
This new trend of focussing attention on interpreting the SLT Is under- 
lined by R. de Beaugrande: 
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Most translation studies are limited to a confrontation of the text 
alone, that is, without regard for how the texts were produced 
and how they affect readers. This procedure would no longer be 
valid. Furthermore, the focus of translation studies would be 
shifted away from the incidental Incompatibilities among languages 
toward the systematic communicative factors shared by languages. 
Only in light of this new focus can such Issues as equivalence and 
translation evaluation be satisfactorily clarified. (1978: 13) 
Thus the translator, as interpreter, has the duty and the privilege to 
confront the SLT and recreate its past: 
One thing is clear: every language-act has a temporal determinant. 
No semantic form is timeless. When using a word we wake into 
resonance, as it were, Its entire previous history. A text is em- 
bedded in specific historical time; it has what linguists call a dla-ýý 
chronic structure. To read fully Is to restore all that one can of- 
the Immediacies of value and intent in which speech actually occurs. 
(Steiner 1975: 24) 
Such emphasis on the role of --the- reader 
is In line with recent 
development of semiotics, as S. Bas snett- McGuire pointed out: One 
of the greatest advances in modern literary study has been the re-evaluation 
of the reader (see also Newmark 1973: 17; Nida 1976: 60-61). For 
R. Barthes, the reader is not so much a consumer, but a produce of 
the text. Similarly, J. Kristeva sees the reader as realizing the expan- 
sion of the work's process of semlosis. In this way, fthe idea of one 
"correct" reading is dissolved, (Bassnett- McGuire: 1980: 79). This denial 
of objective or standard reading of the SLT cannot but have profound 
Influence on translating and translating criticism. 
However, not all interpretive approaches to TT agree on how the 
reader can fulfill his role as a producer of the text. It is not difficult 
to identify two prevalent contemporary views on this matter, with one 
having more faith In the Iscientifief understanding of the SLT than the 
other. They are represented by the two methods described below. 
22 
4.2.3.1 The Text Analysis Method 
This method is primarily based on the theories of a recently 
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thriving discipline of text linguistics, while incorporating insights from 
various adjacent disciplines, including pragmatics, semlotics, socio- 
linguistics, literary criticism, stylistics, rhetorics, and communication 
theory (see 3.2.4.1). 
The key to this approach Is context. and it is assumed that (at 
least theoretically) anyone can eventually arrive at a full reading of a 
text by meticulously recreating the original situation via the epistemic 
study of the co-text. 
23 Like every reader, the translator takes into 
consideration the whole communicative event. Any strategy or knowledge 
could be legitimately employed for the analysis of the SLT In the process 
of Interpreting, be it comparative grammar, comparative ethnology, soclo- 
linguistics, logic, stylistics, psychology or literary criticism. 
As mentioned in 3.2.4.2, Vinay and Darbelnet are among the first 
translation theorists who recognized the importance of context In trans- 
lating: 
ny a des cas otL la traduction ne ressort ni de la structure 
ni du contexte, et otL le sens 
, 
global ne peut etre perp 
pleinement que par celul qui connaTit la situation A laquelle le 
message se rdf6re. Clest le cas de certains deriteaux, avis, 
affiches, qui ne sont pas comprdhensibles sans un commentaire 
explicatif. n serait Impossible, croyons-nous, de traduire 
une phrase telle que 'You're ont, (En scbnel. ) sans se rdfbrer A 
la situation; si, pour comble d1infortune, la structure est ambigue", 
alors il. nly a plus moyen, de traduire du tout: tJe suis votre 
femme, peut correspondre A 11 am your wife', ou A II am following 
your wifel. (Vinay and Darbelnet 1958:. 163) 
It was P. Newmark who reiterated this simple truth familiar to 
every practising translator, but often neglected by Grammatical trans- 
lation theorists. Context Is the overriding factor in all translation, and 
has primacy overany rule, theory or primary meaning (1973: 9j. 
24 , 
in a down-to-earth manner, he spells out the elements involved in the' 
reading of the SLT from a translatorfs point, of view: 
The translator asks himself: who Is the reader ? wtiat education, 
class, age, sex? Informed or ignorant, layman or, expert? where 
would the text be found? In other words, what Is the TL equivalent 
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of the SL periodical, newspaper, textbook, ' etc. ? All this would 
help the translator to decide on the degree of formality... emotive- 
ness... and simplicity ... he must pursue when he works on the 
text. He finds it useful, moreover, to distinguish between texts 
that are I dramatic, or narrative.. and those that are I statict or 
descriptive. . .. (1980: 3)25* 
' 
Apart from context, a reading of a text Is never complete or 
valid without a reference to the co-text. Just as we communicate In 
texts, we cannot translate isolated words or sentences unless*they are 
part of a complete discourse which is usually embedded in a particular 
context of situation. Moreover, translation of discourse Is only pos- 
sible if we know what the equivalent structures are In the TL. This 
knowledge is gained from comparative linguistics, or, more specifically, 
from contrastive textoloýy. When translating we need to know not only 
what the corresponding lexical and grammatical units are between the 
SL and TL, but also stylistic conventions used in the text types (Hartmann 
1980: 51). 
According to many contemporary TT theorists, it is text linguistics 
which will turn out to be most helpful in assisting the translator in the 
course of interpretation. Beaugrande Is among them: 
It now seems evident that a linguistic model capable of accounting 
for all the factors of communication through language will not be 
based on a set of unexceptionable rules, but rather on a system 
of mutually dependent strategies of expression. This demands 
Increasing orientation away from the formal sciences hUherto re- 
garded as examples and toward psychology and sociology. Instead' 
of declaring what an abstract speaker under all conditions must 
say, we will have to account for what real speakers will probably 
say In real-life situations under the Influence of variable factors 
such as socio-economic status, education and training, knowledge 
and beliefs drawn from experience, personal interests and 
priorities, and the constellation surrounding the act of using language. 
The rapidly expanding discipline of text linguistics... Is working 
toward the development of such an Inclusive account., (1978: 12-13) 
Along this line he formulates a hypothesis for setting up a text linguistic 
translation model, which considers the text rather than the word or sen- 
tence as the relevant unit for translating, the study of translation as a 
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process pf Interaction between author, translator, and TLT reader 
rather than as a comparing of two texts, and the primary interest 
of translation theories the establishment of strategies of translating 
which respond to the directives within the text (Beaugrande 1978: 13). 
Beyond the Immediate co-text and context of the SLT, modern 
literary critics and translation theorists also emphasize the dimension 
of fintertextuality'. Introduced by Kristeva, this concept refers to the 
result of transforming certain formal and conceptual literary archetypes 
Into the specific formal characteristics of a given work. It also covers 
all those elements In a given work which connect it with other works 
belonging to the same, or to different literatures (Lefevere 1970: 76; 
1971: 427). 26 In other words, all texts are linked to all other texts 
because no text can ever be completely free of those texts that precede 
and surround it. As Paz put it: all texts are translations of translations 
of translations, and the line cannot be drawn to separate reader from 
translator (Bassnett- McGuire 1980: 79). (For a more detailed account of 
the contribution of various text linguisticians, see 3.2.4.2. ) 
According to this 
, 
method, TT amounts to training In sensitivity 
to language use, background 'clue-hunting', and writing in the style of 
various text types. As discourse analysis, contrastive textology, and 
other branches of text linguistics are among the most vigorously develop- 
ing areas of linguistics, the Text Analysis Method is h ardly given the 
time to settle down to form Its own tradition. Nevertheless, one has little 
doubt that more significant contributions to TT will come from this quar- 
ter in the immediate future (see 3.2.4.3)., 
4.2.3.2 The Hermeneutle Method 
If the TT methods discussed so far have been dictated by trans- 
lating theories which are influenced by current trends In the linguistic 
sciences, anthropology, literary criticism, and related disciplines, the 
Hermeneutic Method can be regarded as the result of a recently thriving 
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(and predominantly German) school of philosophy under the label of 
'existential hermeneutics'. 
As pointed out by Steiner, there has been, since the early sixties, 
another approach to text Interpretation, different from the logical, con- 
trastive, and semantic one described above: 
The tdiscovery, of Walter Benjamin's paper 'Die Aufgabe des 
Uebersetzers', originally published in 1923, together with the 
influence of Heidegger and Hans-Georg Gadamer, has caused 
a reversion to hermeneutic, almost metaphysical inquiries into 
translation and interpretation. (1975: 238) 
Though the Hermeneutic Method is also preoccupied with interpreting the 
SLT, it differs from the Text Analysis Method in that it is usually con- 
ducted on a more metaphysical plane, and that it stands on an opposite 
theoretical ground to the rest in one aspect (i. e. lontologicalt versus 
lepistemic'), but at the same time poses as complementary to the others 
' 27 
(it accepts that the others can be valid though not always adequate). 
It Is not easy to define 'hermeneutics, as it is understood in trans- 
lation studies. The roots for the word lie In the Greek. verb herm6neueln, 
to Interpret, and the noun hermenela, Interpretation. 
28 From the begin- 
ning the word has denoted the science of interpretation, especially the 
principles of proper, textual exegesis, but the field of hermeneutics has 
been Interpreted (in roughly chronological order) as: (1) the theory of 
biblical exegesis; (2) general philological methodology-.. (3) the science 
of all linguistic understanding; (4)' the methodological foundation of 
Geisteswissenschaften .. (the human sciences and the social sciences); 
(5) phenomenology of existence and of existential understanding; and 
(6) the systems of interpretation, both recollective and Iconoclastic, used 
by man to reach the meaning behind myths and symbols (Palmer' 1969: 
29 33). Hermeneutics Is closely linked to translating.. in broad terms, 
all translating is hermeneutics (interpretation), and hermeneutics Is 
translating (of experiences, etc. ). 
30 
Nevertheless, it is one specific 
brand of hermeneutics, namely the fifth of these fields, primarily the 
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conceptions of M. Heldegger and H-G. Gadamefr under Ahe . 
labels I philosophicalt or 'existential' hermeneutics, that form the 
basis of the method under consideration. 
31 
In general terms, the hermeneutic approach 
32 is a method of 
interpreting things In the world with totally different basic assumptions 
from the one that underlies all the methods discussed so far. This 
approach is a reaction against the 'purely scientific' 
33 
and disinterested 
way of Interpretation, in which meaning is Identified with the subjective 
intention of the author of the SLT. 
34 The currently prevailing scientific 
approach regards a text as an object, which has to be explained in the 
same way, fundamentally, in which a botanist would approach a flower; 
he would take it apart, describe it, classify It, and consider his job 
done. To the hermeneutic critic the text is not an object, but a co-subject, 
which means that understanding involves more than analysis, description 
L --T '- - 35 d lissiilciiion (seeLefevere 1976: 160). Language is not, as many 
believe, a kind of neutral receptacle, taking in and pouring out again the 
reality of the exterior world without modifying It. It is as if language 
were a mechanical vehicle which carries to the outside our interior 
world of thoughts, only after these have already been completely formed, 
and without affecting them at all (Schtikel 1967: 40). 
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This hermeneutic 
approach to understanding Is nothing short of a revolutionary breakaway 
from the commonly accepted means of perceiving the world by modern 
Westerners. 
37 
It Is ontological and fintersubjectivet, just as the scien- 
tific way Is epistemic, positive, and allegedly fobjectivel. 
38 
For the ontological interpreter, I "understanding" ceases to appear 
as a simple mode of "knowing" in order to become a "way of being" 
and of relating itself to beings and to being, (Ricoeur 1978: 141-42). 
Among the hermeneutic philosophers, it Is Heidegger who laid particular 
emphasis on the role of language in human existence. In his view, 
language is the mode of-& Being (§Lljn of man, or mants primary 
manifestation of his humanity (see Steiner 1978: 35,41; Gadamer 1976, 
'Editor's Introductiont, xxix). He considers It wrong to regard signs 
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as mere indicators (Kelly 1979. - 3), or language as a means of ex- 
pression. He inverts the relation which Is accepted by most people: 
Man Is the instrument of Language, rather than language a man's tool. 
When speaking, we submerge ourselves in the vital energy which makes 
man man (see Gadamer 1976: 18,62). To understand someone or 
something, we let him/it speak, and the two parties ffall into, a dialogue 
in which new meaning is created: 
The understanding of a text has not begun at all as long as the 
text remains mute. But a text can begin to speak .... When it 
does begin to speak, however, it does not simply speak its word, 
always the same, In lifeless rigidity, but gives ever new answers' 
to the person who questions it and poses ever new questions to 
him who answers it. To understand a text is to come to under- 
stand oneself in a kind of dialogue. This contention Is confirmed 
by the fact that the concrete dealing with a text yields under- 
standing only when what is said in the text begins to find expres- 
sion in the interpretevs own language. ([19621 1976: 57) 
The hermeneutic interpreter considers It sterile merely to reconstruct 
the meaning, hidden In a text, like collecting and piecing together pieces 
of a jigsaw puzzle already lying around (whioh is precisely what true 
Text Analysts aspire to do). Instead, every act of Interpreting should 
be like a genuine conversation, through which 'something different has 
come to be? (Gadamer 1976: 58). Far from being an obstacle to under- 
standing, the interpreter's own Igivenness, ('prejudices', in Gadamer's 
words, in the sense of 'pre-judgment', see 1976: 240) Is invariably a 
positive asset in understanding (1975: 238). 
According to the hermeneutic interpreter, one indispensable ele- 
ment of ontological understanding Ignored by the scientific approach in 
its insistence on repeatability Is that of existentiality and historicality. 
Briefly, you cannot wash your feet in the same river twice. The same 
utterance uttered or heard a second time is no longer the same one 
(see Steiner 1975: 18). 39 All understanding takes place In historical 
time. Being finite, our present Is a vital extension of the past. Instead 
of a repetition or duplication of a past intention, understanding is a 
mediation of past meaning into the present situation. It is an event, 
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a movement of history Itself in which neither interpreter nor text can 
be thought of as autonomous parts. The interpreter does not recover, 
decipher, or reconstruct, but mediates. His present participation Is 
central to understanding (Gadamer 1976, 'Editorts fntroductionl, -xiv-xvi). 
The real meaning of a text, as it speaks to the interpreter, does not 
depend on the contingencies of the author and the SLT readers. It is 
determined by the historical situation of the Interpreter and hence by 
the totality of the objective course of history (Gadamer 1975: 263). 
40 
Gadamer calls this bridging of temporal and spatial gulfs 'the fusion 
of the interpreter's and the author's horizons, in which the text and the 
interpreter remain In tension but 'continually grow together to make 
something of living value, without either being explicitly distinguished from 
the other, (Gadamer 1975: 273). By defining meaning in such terms of 
Intersubjective recreation (instead of the SLT author's subjective Intention), 
the idea of a definitive, canonical Interpretation is dismissed (Gadamer 
1976, 'Editor's Introduction', xxiii-xxiv). 
For Gadamer, 'every translation is,... ipso facto Interpretation, 
Indeed we can say it is. the consummation of - the Interpretation the trans- 
lator has put upon the work he is faced with (1960: 362, quoted in 
Schmitt 1982: 98). - Moreover, fall interpretation takes place in the 
medium of language which would allow the object to. come Into words 
and yet is at the same time the Interpreter's own language, ([1960] 1975: 
350). Here again one is led back to the famous dilemma of the ther- 
meneutic circle', which Steiner considers to be the main problem-of 
translating; we attempt to define a thing by the use of attributes which 
already presume a definition (1978: 26). Gadamer explains this. in terms 
of the circular movement. of understanding: 
it is a circular relationship in both cases. - . The anticipation, of 
meaning in which the whole is envisaged becomes explicit under- 
standing in that the parts, that are determined by the whole, them- 
selves also determine the whole. ([1960] 1975: 259) 
Confronted with such a dilemma, the most a'translator can do is to 
co-create a version under his own immediate circumstances. Thus a 
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TLT Is nothing but a new recreated imitation (Steiner 1975: 26). 
In a sense, every piece of translation Is never more than a single 
performance of the musical score which is the SLT. This point, though 
obvious, is not often remembered by critics and readers of translated 
works (or even translators themselves), partly because translations in 
print have a false sense of permanence and authority (see Otter-Barry 
1979: 4). The rejection of the possibility of uniquely correct Inter- 
pretations frees the translator from anxieties concerning retrieving his 
author's intention. He is now able to recreate with his prejudices. 
(This , of course, does not mean that he can do what he likes, as Inter- 
pretation, being a dialectical act, must always be guided and co-determined 
by the text. ) 
Another Indispensable quality of the hermeneutic interpreter is 
that of imagination, which, according to Gadamer, is the differential 
between methodological sterility and genuine -understanding. In practical 
terms, It Is the capacity to see -what is questionable in the subject matter 
and to formulate questions that question the subject matter further (Gad- 
amer 1976, tEditor's Introduction', xxii). And the precondition of this 
capacity is that one Is open to be questioned by the text, to be provoked 
by it to risk involvement in a dialogue that carries one beyond one's 
present position. 
41 
As pointed out in the discussion on prejudices earlier, the em- 
phasts on the interpreter's personal involvement is a crucial character- 
istic of the hermeneutic interpreter. This Idea is particularly empha- 
sized by another stream of modern hermeneutic theory, the 'social 
hermeneutIcS, represented by Duber and Ebeling. For Buber, the 
interpreter participates actively in the reality experienced (translation, 
like language itself, is an experience with another person). To expert- 
ence something'is to change'it (Kelly 1979: 31,62). While Heidegger 
places language in the centre of human living, Ebeling places the person. 
According to him, truth is not an unvarying quality of language. Even 
setting aside deliberate attempts to lie, there are enough areas of privacy 
154 
in a person to ensure that full understanding of what we say cannot -be 
guaranteed, -and enough preoccupation to bias any language received 
(Kelly 1979: 32-33). 
42 
This element of inexplicability in human communication is by 
no means new to literary critics of various convictions. As I. A. Richards 
points out, scientific methods, however effective elsewhere, are not 
always applicable to human understhnding: 
In nearly all reading, we are guided by factors of which we 
could give no satisfactory account if we were challenged to justify 
our Interpretation. There Is nothing, of course, peculiar to 
reading in this. It is true of all interpretation. How do we 
sometimes know that a stranger is telling the truth? 'By the 
look in his eye', shall we say? Can. we describe it? Can we 
say just how it differs 
* 
from vshifty, looks?... It is the wide 




What does Hermeneutics mean to the translator? Among other things, 
It helps him to understand further the nature of understanding. Such 
insights, not the least the intersubjective basis of interpretation, make 
him more honest and more careful when approaching the SLT (Gadamer 
1976, 'Editor's Introductiont, xxii). Moreover, the awareness of the 
historicality of all understanding should evoke In the translator both 
courage and humility. Humility , because he knows that his understanding 
of the SLT-fb--relative, to his own givenness, and meaning can never 
be imposed or even transposed onto the consciousness of another; but 
courage V66ause his'persohal creativity under the given historical 
conditions of human existence Is affirmed -- he knows that he need 
not be haunted by the myth of the reading and the translation. 
For the translation educator, hermeneutic insights free hip from 
pure epistemic perspectives. He will no longer be content with the 
scientific approaches to translating and TT that are entailed by the , 
other methods. Surely, any skill, knowledge, or strategy, which can 
helpA4q_translator, to, 41, ýXpipathizeI with his author (including, epistemic 
ones such as_ componential analysis, contrastive grammar, discourse 
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analysis, etc. ) would be useful, though they are not interpretation it- 
self. The personal and hermeneutic experience of interpretation, though, 
can be induced by a broad literary training, including areas belonging 
to literary criticism, stylistics, translation criticism, comparative 
literature, aesthetics, creative writing etc. In fact, quite a large corpus 
of translation criticism has been traditionally conducted along this line. 
In terms of actual teaching, the student is trained to criticize 
texts and to recreate them. Through translation criticism, the teacher 
shows how different translators Interpreted and re-presented their texts, 
and why. The student gradually generalizes principles from insights 
gained In this way, and uses them as guidelines for future decision- 
making in equally unique situations. Steiner can be regarded as the 
patron of this method. His classic After Babel: Aspects of Language 
I 
and Translation (1975) contains such chapters as Understanding as Trans- 
lation, Language and Gnosis, Words Against Object, and The Hermen- 
eutic Motion. He proposes that the 'Hermeneutic Motion, consists of 
four stages: trust, aggression, incorporation, and restitution. 
Teaching according to this method might appear to be less system- 
atic and less readily digestible than the other methods. Less sophisti- 
cated or over-pragmatic students often prefer direct proclamations of 
'how to translate'. Some training in literary criticism and Interest in 
comparative literature are assumed (though hermeneutic critics deny 
that hermeneutic translating theories only apply to literary translating). 
Also, the things learned In this way are less immediately demonstrable. 
4.2.3.3 Example: The Two Methods at Work 
When translating, the Text Analyst would ask himself-: 'How do I 
reconstruct the meaning of the SLT and convey it to this particular , 
audience now?, On the other hand, the Hermeneutic would ask: 'How, 
do I recreate the SLT, with all my givenness, guided by the way I under- 
stand what Is said in it? What are the features in it that I must highlight 
on this occasion? How can I genuinely open myself by listening to the 
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SLT, allow it to speak, fusing its horizon with mine, and fall into 
a dialogue with it is enquality and active reciprocity? l 
43 
What happens when they are asked to translate the sentences 
IThis Is a red rose, and 'She Is my cousint ? 
If the translator is a Text Analyst, he would undoubtedly decline 
translating a sentence like 'This is a red rose, until it is framed within 
a text and a context. He would want to know, for example, whether 
the utterance is part of an advertisement, a diary, a poem, a novel, 
a love letter, a schizophrenic's soliloquy, a military password, or a 
science report. He would also find out the tone in which it was de- 
livered, as well as the social context In which the communication took 
place. He would have to study the whole text to find out, among other 
things, whether flowers form the dominant imagery In the work. He 
would also consider the demands of similar genre in the TL, for example, 
whether there are different conventions in topicalization for descriptive 
expressions (perhaps a word-for-word rendering might have the effect 
equivalent not to 'This is a red rose,, but to 'A red rose this is, in 
English). He also notices that there is little clue to the class, age, 
and sex of the communicants in the sentence 'She Is my cousint, but 
such information might often than not be crucial when expressing the Ideas 
in any other language. Furthermore, he would not consider translating 
the sentences until he knows who his audience will be, and what pur- 
poses the particular translation is for. 
If he Is a Hermeneutic, he would see little sense in responding 
to hypothetical requests like 'How do you translate ""1. 
Every translator chooses his words each time the occasion arises, with 
its own unique particulars, In existential dialogue with the SLT. ' One 
can actively prepare for the moment by sharpening various tools useful 
for understanding, Instead of discussing how to translate in the vacuum 
? in general,. 
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Table 4-1: The Three Models: A Summar 
MODEL GRAM ATI CAL 
CULTURAL INTERPRETIVE 
METHOD Traditional Formal Ethnographical- Dynamic Text Analysis 
I 
Hermeneutic 
Grammar Linguistic Semantic Equ ivalence 
Nature of Language is grammatical code for Language is cultmal manifestation Language is an interpersonal and 
language: communication personal means of communication 
Approach'in Empirical, anti-mentalistic Semantic, ethnic Contextual, existential 
: t l ti ng rans a 
prescriptive descriptive particularistic universalistic epistemic ontological (inter- (contrastive (contrastive (contrastive (contrastive (objective inter- subjective inter- 
grammar) gram ar) world view) reader response) pretation of SLT) pretation of SLT) 
Nature of an interlingual operation an intercultural operation an intertextual. -operation 
translating: (applied linguistics) (applied ethnography) 
'How this is 'How this is 'How can I express 'How do I express 'How do I recon- How do I sympa- 
expressed in expressed in this in the world this in the TL so struct the meaning thize with the 
Language TV Language TV of the TL, so that that my readers of the ST, and i author and co- 
cultural gaps are would react convey it to this create new exist- 
bridged as far as similarly to the audience now? ' ence through 
possible? ' ST readers? ' Language? ' 
Level of 
operation: 
langue lanE2e lanFme parole parole 32arole 
Translator's achieve a achieve a achieve a achieve a achieve a achieve a co- 
duty to ST: standard reading standard reading standard reading standard reading holistic readingý subjective reading 
Role of substitute a code substitute the meaning in the TL substitute a text with the same communi- 
translator: (theoretically perfectly possible) culture as far as possible cative value as far as possible 
Nature of 






Unit of lexicon/sentence lexicon/sentence text/discourse 
examination: 
Prime goal 
t ainin : i 
become a true bilingual become a true bicultural become a Cood interpreter r g n 
Main methods Contrastive grammar, 'techniques' of Cultural orientation* semantics Text linguistics, stylistics, textual 
of training: translating, lexicon acquisition criticism, literary criticisml trans- 
lation criticism, philosophy of 
language 
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4.3 Implication of the Models 
Can the complicated process of human translating be reduced to 
three neatly defined aspects? Is it realistic to expect three models to 
encompass the kaleidoscopic activity of translating? Only vanity can 
prevent one from answering these questions In the negative. 
There must be different ways of looking at translating and TT, , 
and this Is but one of them. Individual preferences on the part of the 
translation educator, former training and T/I experience, as well as 
the teaching context, undoubtedly would shape one's view to a considerable 
extent. Models have their place when they help one to sort things out 
when faced with an entangled heap of useful teaching material. While 
providing distinct slots for the translation educator to collect and file 
teaching material (as exemplified in Chapter 5), these models also serve 
as varied standpoints from where the business of translating and TT can be 
appreciated. 
It is certainly possible to divide and subdivide in other ways, 
and various suggestions have been made. 
44 Besides, the very neatness 
of these models can be misleading. Anything so tidy and clear-cut can 
hardly reflect life. On the one hand, there should be no difficulty in 
finding examples In translating where the Ltnguistic, Cultural and Inter- 
pretive problems are inseparable. On the other hand, the citing of 
two examples of TT ? methods, for each model can create a conceptual 
block, preventing one from visualizing other elements within each model. 
It is when there Is a need to divide up teaching units and to sequence 
them that these models can serve as a possible solution. 
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5 
REALIZATION OF THE MODELS IN ACTUAL CURRICULA: AN 
EXEMPLARY IDEALIZED DESIGN 
5.1 The Construction of an Exemplary Curriculum 
As the three models described In the last chapter embody the 
primary elements that are considered 'teachable' and worth teaching In 
translator training, It should be possible and revealing to construct an 
idealized exemplary curriculum which provides a panoramic view of TT 
for the benefit of translation educators. While It is meaningless to sug- 
gest definitive designs that are supposed to be universally applicable, 
Idealized ones can serve the purpose of a point of reference for curric- 
ulum designers, and this Is the rationale behind the present one laid out 
below. 
In the construction of this Ideall, zed design, a wide range of des- 
criptions of existing translation courses (listed in Table 2-3), relevant 
textbooks, handbooks, and treatises on translation studies (such as those 
cited In Chapter 4), and authoritative works on TT which suggest teaching 
contents (such as those cited In 2.2.2,2.3.1 and 2.3.2) have been con- 
sulted. Teaching contents thus distilled are grouped under the models 
and their methods described In Chapter 4, and sequenced accordingly. 
Although this design is not aimed at any particular group of learners 
In any specific spatio-temporal situation, It attempts to cater for a maxi- 
mally 'typical' class, with the following characteristics which are reported 
to be fairly common in most of the TT situations today, especially In the 
Western world: 
(a) The students have completed their secondary education, and 
have a reasonable command of their Ll. as well as post-elementary 
competence In L2 (and possibly L3). They are expected to translate 
Into theIr Ll only. 
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(b) They come to, be trained as 'general' translators, Le. though 
there are specializations and career-oriented training In the course of their 
tuition, they are not given specific subject training to the exclusion of 
other areas. 
(c) The programme Is a full-time one, spreading over three 
academic years or so. 
(d) Except for a possible period of stay abroad and another one 
of formal apprenticeship In a translation organization, neither of which 
Is mentioned here, all the Instruction Is carried out within the school 
or department. In other words, students are not sent elsewhere to 
attend courses (e. g. History and Civilization of the L2 society, Semantics) 
run for non-translating students. Whenever necessary, subject experts 
(e. g. lecturers In Semantics) are Invited to lecture specifically for the 
translation class. 
The arrangement of the teaching contents according to the 'linguistic 
-- cultural -- textual' sequence Is at the same time a matter of necessity 
(it is prudent to teach one thing at a time), and a matter of principle, 
based on the assumption that there Is a case for the argument that In TT, 
bilingual 'competence should come before Cultural competence, and both 
before Interpretive competence (see 4.3). In the lack of empirical ex- 
perLmental data In this field, such an attempt to distinguish these abilities 
In the context of translating and to sequence them accordingly can be 
justified. 
The sub-division of the teaching content within each stage are made 
for the purpose of identification, rather than to indicate the actual length 
of time allotted to each topic. Also the degree of detail required for 
each unit depends on a variety of factors, not the least the need of the 
specific teaching context, and the philosophy of the translation educator. 
For example, 'area studies' (2-3, see below) may take up no 
, 
more than 
two hours In a Franco-Spanish translation class, but may require a whole 
year if not more In a Franco-Arabic one. Some translation programmes 
(e. g. the one suggested In Horn 1966) consist, of studies of the TU 
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literature (2-3-4) over two or three years. It Is hIso possible to allow 
the three stages to overlap to some extent temporarily (e. g. TL writing 
exercises (3-13) can be Introduced right from the beginning of the course). 
5.2 An idealized Curriculum for Translation Teachin 
The curriculum consists of three consecutive stages, complemented 
by certain amounts of teaching outlined In 5.2.4. 
5.2.1 The Interlingual Stage 
The overall aim of this stage Is to develop bilingual competence 
In the context of translating, with the following sub-targets: 
(a) to enable the students to understand the nature of human language 
In general (training: general linguistics); 
(b) to enable them to understand the special features of their LI, 
L2 and U. and to famillarize themselves with the similarities and con- 
trasts between -Ll and L2, and between Ll and L3 (training: contrastive 
grammar); 
(c) to polish their L2 (and L3, If any), and to widen their vocabu- 
lary in the context of Interlingual comparison, so as to ensure that their 
L2 (and L3) mastery meets the demand of translating work In the subse- 
quent stages of TT (training: FLT). 
The teaching content consists of the following: 
Introduction to general linguistic principles 
1-1-1 Human verbal communication as a branch of semiotics, the 
uniqueness of human speech 
1-1-2 Oral and written forms of language 
1-1-3 Langu and parole 
1-1-4 A brief historical outline of the development and division 
of languages 
1-1-5 Similarities and dissimilarities among languages 
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1-2 Characteristics of the SL and TL 
1-2-1 Special features of the LI 
1-2-2 Special features of the L2 
1-2-3 Special features of the L, 3 
1-2-4 Comparison of general features of Ll and L2 
1-2-5 Comparison of general features of Ll and L3 
1-3 Detailed com2arative grammatical studies in terms of parts of speech 
1-3-1 Translation of nouns: 
1-3-1-1 Common nouns -- equivalence in lexicon, new 
TL coinagest Iles faux amis' 
1-3-1-2 Proper nouns -- standard means of translation, 
standardized translations, deviations, transliteration 
1-3-2 Translailon of pronouns -- contrasts In SL and TL sets 
1-3-3 Translation of verbs: 
1-3-3-1 Tenses contrasts In SL and TL usage 
1-3-3-2 Aspects contrasts in SL and TL usage 
1-34-3 Subjunctives contrasts In SL and TL usage 
1-3-3-4 Modal verbs contrasts in SL and TL usage 
1-3-4 Translation of articles - - contrasts in SL and TL usage 
1-3-5 Translation of relatives, demonstratives, indefinites, and 
interrogatives -- contras ts In TL and SL usage 
1-3-6 Translation of modifiers contrasts In TL and SL usage 
1-3-7 Translation of numerals contrasts In TL and SL usage 
1-3-8 Translation of connective s: 
1-3-8-1 Conjunctions contrasts in TL and SL usage 
1-3-8-2 Prepositions contrasts In TL and SL usage 







1-5 Translating: definition and general types 
1-6 SL interference and translationese 
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1-7 Translation equivalence and transfereure. 
1-8 Translation shifts 
1-9 Language varieties In translation 
1-10 Linguistic limits of translatability 
5.2.2 The Intercultural Sta 
The overall aim of this stagq Is to develop bicultural competence 
In the context of translating, with the following sub-targets: 
(a) to enable the students to be aware of, and to train them to be 
sensitive to, the cultural differences between societies, and their Impli- 
cations for translating (training: anthropological -semantics); 
(b) to enable the students to be aware of the relation between 
language and culture, and Its Implications for translating (training: 
semantics); 
(c) to provide the students with relevant Information concerning 
the gaps In the various aspects of the TL and SL cultures (training: area 
studies); 
(d) to provide the students with a knowledge of the various means 
to assess cultural gaps, as well as the various means of bridging them 
(training. - transposition and other translating methods). 
The teaching content consists of the following: 
2-1 Introduction to the study of culture -- definition, scope, methods, 
and history 
2-2 Language and culture 
2-2-1 Language as a manifestation of culture 
2-2-2 Language determined by culture 
2-3 Area study of the Ll culture 
2-3-1 History 
2-3-2 Socio-economic-polttical system past and present 
2-3-ý-3 Phi losophi cal-reltgiou s thinking 
2-3-4 Literature and the arts 
2-4 Area'study of the L2 culture 
2-4-1 History 
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2-4-2 Socio-economic-political system past and present 
2-4-3 Philosophical-religious thinking 
2-4-4 Literature 
2-5 Area study of the L3 culture 
2-5-1 History 
2-5-2 Socio-economic -political system past and present 
2-5-3 Philosophical-religious thinking 
2-5-4 Literature 
2-6 Cultural distance and overlap: comparison of the LI and L2 
cultures 
2-6-1 History and ecology 
2-6-2 Socio-economic-political systems 
2-7 
2-6-3 Philosophical-religious thinking 
2-6-4 Everyday life and customs 
2-6-5 Literature and the arts 
Cultural distance and overlap: comparison of the Ll and L3 
cultures 
2-7-1 History and ecology 
2-7-2 - Socio-economic-political systems 
2-7-3 Phi losophical-rell gi ous thinking 
2-7-4 Everyday Ufe and customs 
2-7-5 Literature and the arts 
2-8 Translation as an element of introducing a foreign (L2, L3 
culture to the SL society 
2-9 Thought and language 
2-9-1 The Sapir-Whorf hypothesis and translating 
2-9-2 The cultural limits of translatability 
2-9-3 Case study I sets of colour terms 
2-9-4 Case study 2 sets of kinship terms 
2-10 Techniq ues of assessing cultural distance 
2-10-1 Componential analysis 
2-10-2 Hierarchical analysis 
2-10-3 Chain analysis 
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2-11 Techniques of familiarizing students with TL cultural elements 
2-11-1 Folk taxonomies 
2-11-2 Role playing 
2-12 Types of cultural correspondence In translating 
2-12-1 Linguistic translation and cultural equivalence 
2-12-2 Formal vs. dynamic equivalence, semantic vs. communi- 
cative translations 
2-12-3 Case studies of D-E translating 
2-13 Cultural metaphors and their translation 
5.2.3 The Intertextual Stage 
The overall aim of this stage Is to train competence In interpreting 
and re-presenting texts In the context of translating, with the following 
sub-targets: 
(a) to familiarize the students with the problems of analyzing a 
text, and to equip them with tools to execute this job (training: text lin- 
guistics and stylistics); 
(b) to develop the ability to make decisions In the transference 
stage of translating according to the function of the TLT (training: 
pragmatics); 
(c) to train sensitivity in sympathizing with the author, and In 
appreciating the characteristics of the SLT (training: literary criticism, 
hermeneutics, and translation criticism); 
(d) to develop abilities In writing in various styles required by 
the translating task (training: composition In SL). 
The teaching content consists of the following: 
3-1 The principles of text 'linguistics 
3-1-1 What Is a text 
3-1-2 The significance of co-text 
3-1-3 The significance of context 
3-1-4 The significance of Intertextuality 





3-2-4 Quality of writing 
3-3 Units of translatin 
3,3-1 Lexicon-based translating 
3-3-2 Sentence-based translating 
3-3-3 Text-based translating 
3-4 Functions of language: expressive, social, descriptive, metalingual, 
pha ic, and aesthetic 
3-5 Registe 
3-5-1 The use of the text: formality, emotiveness, generality, 
and evaluation 
3-5-2 The users of the text: social, regional, occupational 
variations 
3-5-3 Linguistic features of the text: lexical, syntactical 
variations 
3-6 Elements of personalstyle of the text 
3-7 Types of meaning 
3-7-1. Connotative meaning 
3-7-2 Referential meaning 
3-7-3 Performative meaning 
3-7-4 Contextual meaning 
3-7-5 others: semlotic, linguistic, cultural, and Inferential 
meanings, etc. 
3-8 Rhetorical devices 
3-8-1 'Prosaic' rhetorical features chiasmus, Isocolon, 
hendiadys, etc. 
3-8-2 'Poetic' rhetorical features irony, wordplay, imagery, 
etc. 
3-9 Cohesion of discourse 
3-9-1 Theme and rheme 
3-9-2 Anaphoric and cataphoric reference 
3-9-3, Enumerations 




3-9-7 other devices of cohesion: conjunctions, substitutions, etc. 
3-10 Text types 
3-10-1 Catering for dIfferent text types In translating 
3-10-2 Features of main types of text: 
3-10-2-1 The Informative text 
3-10-2-2 The expressive text 
3-10-2-3 The operative text 
3-10-3 Genres of translating: 
3-10-3-1 Poetry 
3-10-3-2 Prose and fiction 
3-10-3-3 Drama (radio, TV, stage), film 
3-10-3-4 Dubbing and subtitling 
3-10-3-5 Advertising literature 
3-10-3-6 Technical literature 
3-10-3-7 - Journalistic. literature 
3-10-3-8 Commercial literature 
3-10-3-9 Legal literature 
3-10-3-10 Government literature 
3-11 Hermeneutics and translatin 
3-11-1 Ontological and epistemic Interpreting In translating 
3-11-2 Existentiality and Interpreting: the personal dimension 
of reading 
3-11-3 Elements of Inexplicability in Interpretation 
3-11-4 Correct reading and definitive translation 
3-11-5 objectivity and intersubjectivity In translating 
3-11-6 Sympathy and empathy In translating 
3-11-7 Translating and the renewal of texts 
3-12 Criticism of translated works 
3-12-1 Methodology of translation criticism: 
3-12-1-1 SLT analysis -- intentions, function, register, 
language quality, setting, etc. 
3-12-1-2 Comparison of SLT and TLT 
3-12-1-3 Evaluation of TLT In relation to SLT 
3-12-2 Criticism of published works as training in TLT judgement 
3-12-3 Error analysis 
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3-12-4 Translation comparison as Insight Into translational per- 
formance 
3-13 Writing exercises in the TL 
3-13-1 Writing in different formats and genres 
3-13-2 Writing In different styles for different audiences 
3-13-3 Prdcls writing and abstracting 
5.2.4 Complementary Training 
Apart from the foregoing sequenced instructions, there are other 
forms of training which may run parallel to that schedule, or take place 
at various stages of the training. Their implimentation and emphasis , 
depend on the specific needs of the students, as well as on the persuasion 
of the educator: 
4-1 Exercises In translating, abstracting, etc., with corrections and 
suggestions 
4-2 Lectures and discussions on the history and theories of translation 
4-2-1 History of translation and translation theories (world) 
4-2-2 History of ýranslatlon the translation theories (national) 
4-2-3 Definition, objectives, and scope of translation theory 
4-2-4 Definitions of translation 
4-3 Specialized subject training 
4-4 Research tratnin 
4-4-1 Method of academic research 
4-4-2 The translator's aids 
4-5 Readin g efficiency training 
4-6 'Professional' orientation 
4-6-1 Formats of presentation and styles for publication 
4-6-2 Editorship -- copy-editing, vetting, etc. 
4-6-3 Working conditions -- free-lance, staff translator, etc. 
4-6-4 The set-up of translation services, national and international 
bodies ' 
4-6-5 Procedures and routines of translating 
4-6-6 Professional, ethics and code of practice ----II 
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5.3 From Idealized Construct to Actual Curricula 
No two TT curricula can or should be identical. As emphasized In 
5.1, this exemplary curriculum Is but an attempt to provide a basis for 
discussion. Any final programme will have to be Individually tailored. 
The actual shape of a translation curriculum Is determined by many 
factors, among which the following are usually most Important: 
I 
1. The need of the society and the demand of the job market -- 
the language situation, socio-econornic climate, national policies, the 
present state of T/I service, etc. 
2. Aspiration and ability of the students -- their level of education, 
language and cultural competence, preference and motivation, etc. 
3. Resources of the school -- availability of expertise in language 
training, subject training, and other disciplines (such as linguistics and 
translation theories), as well as facilities for research, possibility of 
sending students abroad for brief stays or of attachment to T/I organiza- 
tions, etc. 
4. The translation educator's philosophy of TT -- the views of 
the curriculum planners and teachers on some vital but controversial 
Issues, such as those discussed in 2.2.1. Inevitably, this factor does 
sometimes run counter to one or more of the others mentioned above. 
For example, the curriculum planner might believe in 'pure' or micro 
TT, and yet the students' L2 Is far from adequate, so that a fair amount 
of Grammatical TT, or 9ven FLT, has to be introduced against his wish. 
It is up to the curriculum planner to study these and other related 
facts and their implications. However, before final decisions are made, 
it would surely help If he can have a fair idea of the various areas of 
training considered to be useful, so that Important aspects are not over- 
looked. This is precisely the aim of the analyses In Chapter 4, as well 
as that of the list of subjects above. 
Being a list of possibl TT subjects, It is naturally Impractical to 
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be realized In full. Even with three or four years' full-time training, 
It Is Impossible to cover all these topics adequately, which Is hardly 
necessary or advisable. Nevertheless, the curriculum planner can select 
subjects from a list like this one and form his own mix. The classroom 
teacher can adjust the subsequent curriculum according to the response 
and progress of his students. In the making of these decisions, trans- 
lation educators demonstrate their professionalism by their understanding 
of the whole spectrum of Issues related to translating and TT, and by 




EXPERIMENTS WITH THE MODELS: ORGANIZATION 
6.1 Alm 
To demonstrate the relevance of the teaching models to actual TT, 
and to examine their distinctiveness and Inter -relatedness, a teaching 
experiment was set up and carried out as the practical aspect of the 
present project. 
In doing this, the limitations of experiments of this kind have, not 
been overlooked: 
(a) A single series of lectures In one situation can never Imply 
anything universal. The teaching models explained In 4.2 are, In theory, 
meant to be non-language - specific, but actual TT based on them cannot 
but be language-specific (in this case, English to Chinese). 
(b) However convincing and positive the resulting data may be, 
they can never be taken to prove anything. There are several reasons 
for this, among them are the facts that this Is but one realization of the 
models, that no groups of students are typical, and the necessarily limited 
number of subjects Involved. 
(c) Given the lack of empirically verified methods of translation 
testing at the present stage of TT research, tests employed to measure 
the outcome of teaching are Inevitably crude, thereby casting doubts on. to 
the findings. 
(d) The Instructor's ability, interpretation of the models, and . 
his interest In the experiment and the models, together with the students' 
background, are bound to Influence the outcome of such experiments. 
Nevertheless, the main alms of this teaching experiment are: 
(a) To compare the' students' reaction to the various models, es- 
pecially: how much they like each of them, how much, and In what way, 
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do they benefit from them, and how their view on translating Is Influ- 
enced by them, if at all. 
To Invite criticism, suggestions, etc'., from fellow translation 
educators (by Involving them) and others Interested In the field. 
(c) To demonstrate the possibility of TT In 'pure' forms based on 
one model at a time, and to measure the outcome of such practices. 
(d) To clarify some basic questions about the models, especially 
the usefulness and validity of the tripartite distinction of the learning pro- 
cess, and to gain insights into the interplay and sequencing of teaching 
material belonging to the three models. 
6.2 Design 
This experiment Is designed to train several groups of learners 
with Identical background and standard according to the contents and prin- 
ciples belonging to the three models, to observe the subjects' response 
to the models, and to measure the subjects' changes In translating prac- 
tices after the training. 
In practice, three groups of students with no prior, training In trans- 
lating, assumed to be similar In background and standard, are, taught for 
a period of time In different ways. The contents and method of Instruc- 
tion each group received during this period conform to one of the three 
models. As far as possible, the other two areas are not touched upon 
during this course. The subjects are tested before and after the course, 
so that their translating competence as well as their attitude to trans- 
lating are measured and compared. 
2 
It Is hoped that the results of these 
tests will Indicate the effects of. the training the subjects received-, so as 
to throw light on the following questions which are relevant to TT: 
(a) Is one of the models more, 'effective' than another as a means 
of translator training, in the sense that the learners' translating compe- 
tence Improves more markedly? 
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(b) After the course, do the learners gain only In the area taught, 
or do they improve generally regardless of the model used? 
(c) Which model Is more popular with the learners (in this case 
beginners)? Why? 
(d) Are the approaches of some of, the models more advanced or 
difficult than the others? If so, Is there a logical sequence of Instruc- 
tion among them, or Is It advisable to teach them concurrently? 
(e) What are the appropriate forms of teaching (lectures or semi- 
nars, practice or theory, etc. ) for each model? - 
(f) How distinct can each of these models be from the other two 
In actual teaching situations? How meaningful Is it to train these three 
areas (Grammar, Culture and Interpretation) separately but concurrently, 
or separately but consecutively? 
6.3 Implementation 
6.3.1 The Classes 
In the summer of 1981, translation courses were advertised by the 
Extramural Department of the Chinese University of Hong Kong: three 
English-Chinese Translation Courses were to commence In late Septem- 
ber In separate centres (see Appendix 2 for a translation of the full text 
of the announcements). 
3 
When the courses commenced in late September as scheduled, the 
classes were quite full, with 26,35 and 25 participants In each. The 
allocation of models (Grammatical for the Kwun Tong class, hereafter 
referred to as Extramural Grammatical, or IEGI, Cultural for the Tsuen 
Wan class, hereafter referred to as Extramural Cultural-, or IECI, and 
Interpretive for the Quarry Bay class, hereafter referred to as Extra- 
mural Interpretive, or 'EI. 1) wa. s totally random, and, decided weeks be- 
fore the sizes and other details of the classes were known. 
In addition to these three classes, I was offered the chance to 
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teach two other classes through the courtesy of the, staff of the Depart- 
ment of Languages of the Hong Kong Polytechnic and the Chinese Depart- 
ment of the Chinese University of Hong Kong. These classes, though 
different In level and nature from the extramural ones (see 6.3.2), were 
taught almost concurrently with them. The lecturers responsible for 
the classes and myself decided that the polytechnic class should be 
taught the Interpretive model (hereafter referred to as the Post-secondary 
Interpretive, or 1PI1 class), and the university class the Cultural model 
(hereafter referred to as the Post-secondary Cultural tPQ1 class). These 
models were chosen primarily because they fitted In well with the cur- 
ricula of the existing programmes for the two classes concerned (those 
programmes were somewhat Grammar-oriented). Also, the Gramma- 
tical model was considered bk most teachers as more elementary than 
the other two, and It would be more Interesting to compare the response 
of the students at different levels to these supposedly more advanced 
models. 
The contents and method of Instruction for the extramural and 
post-secondary"classes'were made Identical'as far as- pos . sible, despite 
their difference In level an -d nature. ' 
Thus, in the winter of 1981, five Enilish-Chinese translation 
courses for beginners were conducted concurrently In Hong-Kong for 
the purpose of this experiment. (Details of these courses are laid out 
In Appendix 3. ) 
6.3.2 The Students 
6.3.2.1 The Extramural Students 
While It Is true that students participating In extramural courses 
are often particularly uneven In academic standards, the background, 
motivation and level of education of extramural elementary translation 
course participants are on the whole not too heterogeneous. Typically, 
he (though the masculine pronoun IS used, there were more I female 
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members In the classes, see point (a) below) has completed Form Five, 
or even Form Six, In an English secondary school, and has been work- 
Ing for a while as a white-collar worker, such as junior clerk In com- 
mercial firms or a government department, or primary teacher. He 
has a little experience In translating, mostly as part of his daily office 
work, or sometimes on a voluntary basis outside work, but has no for- 
mal training In translating. He Is convinced that 'translation skills' 
(his idea of the ability to translate) would be an asset In the highly com- 
petitive job market, on a par with book-keeping and a third language. 
Among other factors, extramural classes like the present ones are also 
seen as an alternative to leisurely pursuit, as they are 'productive' and 
social. It seems that those who eventually drop out are mostly the ones 
who think they are not up to the standard, or find themselves In the 
wrong course (see point (e) of 7.2.4.2.2). 
In order to obtain more Information about their background, the 
students were given a form In the first meeting to complete and return 
In the second meeting. Not all the forms were returned, but from 
those which were one can draw a fair picture of these participants. The 
data thus obtained are shown in Appendix 4, and analyzed In Table 6-4.4 
The most obvious factor to emerge from this picture Is the com- 
parative uniformity of the background of these three classes. There 
seem to be few notable differences In all the aspects surveyed (age, edu- 
cation level, translating experience# expectation of this course): none of 
them has any particular features not shared by the others. In general 
terms, the classes can be described as follows: 
(a) The ratio of male to female participants was about 1: 2 -- 
there were 7 men and 5 women in, class EG, 3 men and 16 women in 
EC, and 4 men and 8 women in EI. 
(b) The majority of the participants were In their early twenties, 
and had been working after s9hool-for a few years (' except for, the 107b 
who were students). Three-quarters of them aged 25 or under. 
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Table 6-1: Analysis of the Extramural Students' Background 
The following analysis Is based on the forms returned, the data Is 
laid out in Appendix 4. 
Age: 20 and below 000 10 (29.4%) 
21 - 25 0&0 15 (44.1% ) 
26 - 30 000 7 (20.6% ) 
Over 30 &00 2 (5.9%) 
Average age of extramural students: 23 
Profession: Clerk 600 13 
Police Interpreter 3 
Student 3 
Teacher 3 
Factory worker 2 
Secretary 2 
Admin. assistant 00 1 
Elect. technician 990 1 
Traffic warden 000 1 
Civil servant 000 1 
Social worker 00* 1 
Translation experience: A lot see 1 (2.9%) 
A little 000 14 (41.2%) 
Nil 000 19 (55.9%) 
Education level: Form* 5000 17 (50.0%) 
Forms 6 and 7 12 (35.3%) 
Univ. undergraduate ... 3 (8.8%) 
Univ. graduate 2 (5.9%) 
Knowledge of lan guages Nil 28 (82.4%) 
other than Chinese and English: Ove or two 6 (17.6%) 
Japanese speakers 5 
French speakers 2 
Translation work expecte Journalistic 17 
to be engaged In Literary 13 
(no. of times mentioned) Commercial 8 
Legal 060 7 
Technical 000 2 
Religious 2 
Others 3 
Translating part of Yes -6 (17.6%) 
everyday work: No 28 (82.4%) 
177 
(c) About half of the participants had clerical jobs, 10% were 
students, 10% were f. ictory workers, 10% were teachers, and the rest 
were secretaries, civil servants, etc. 
(d) only one participant claimed to have a lot of translating ex- , 
perience, half of the rest claimed to have 'a little', the other half, none. 
(e) Half of the participants have completed Form five only, a 
third of them completed Form six or seven, and the rest were 
receiving or, have received university education. 
(f) Only 6 (17.6%) had some knowledges of languages other than 
English and Chinese. Five of them had learnt some Japanese, two 
French. 
(g) Under the column 'Translating work I may be engaged in 
later In life', the common kinds envisaged were, In their order of fre- 
quency: Journalistic, literary, commercial, legal, technical, religious, 
and 'others' such as architecture-andý-sports. 
(h) Only about one-third of the respondents described what they 
had translated In the past. The common kinds were, in order of fre- 
quency: statements (taken In the police station), Instructions, reports, 
commercial correspondences, and documents. 
(t) Less than 30% mentioned the title of books on translation 
theory they had read. All of the works cited are published In Chinese 
In Hong Kong or Taiwan after 1966. Like most of the more serious 
works of this kind, they are primarily grammar oriented. 
(J) 0 nly 6 (17.6%) of the, students were practising translators 
(I. e. translating and/or interpreting form a substantial part of their 
daily work) . Among them, there happened to be one police Interpre- 
te*r 5 In each' class. 
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6.3.2.2 The Post-Secondary Students 
The university and polytechnic classes are referred to collectively 
as 'Post-Secondary' because they are regular classes which belong to 
post-secondary Institutions of education. 
In many respects, the background of the students In these classes 
is more homogeneous than the extramural classes: 
(a) Education level and language competence -- 7he fact that these 
students gained a place on these courses ensures that their mastery of 
languages (Chinese as well as English) Is fair -- much better than the 
average matriculated student. There were high entry requirements, and 
these students were selected from a large number of applicants. 
(b) Aspiration and motivation -- While comparatively -few of the 
extramural students would eventually take up translating as their career, 
the polytechnic and university students were far more serious about this. 
Among other things, there were promotional examinations on- the horizon. 
The polytechnic students, In particular, have T/I as their main area of 
study In the three years at the polytechnic. The Chinese University 
students, however, would major In other subjects later In their under- 
graduate studies. In fact, far fewer university or polytechnic students stayed 
ia: way from classes than did the extramural ones, and notably few extra- 
mural students handed In homework. This would appear to Indicate that 
the latter were less serious about this course. 
(c) Age and experience -- Nearly all the polytechnic and university 
students came straight from Form Six or Seven, and were about 18 to 
20 years old, with hardly any working experience. 
(d) Formal training -- A m1nority of the extramural studen'ts had 
read something about translating before coming to the course (see 
Appendix 4) and were presumably more Informed In this field than their 
classmates. 
_ 
There Is no evidence, though, that these students had been 
reading works on translating apart from those recommended In class and 
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the supplementary readings handed out during the course. The poly- 
technic class, though also untrained In translating'at the' commencement 
of the course, was undergoing translating, interpreting, and language 
(Chinese and English) training concurrently with the teaching experiment. 
The university class received eight weeks of introductory Instruction 
In translating before the commencement of this experiment. Thus It Is 
possible that their views on translating are influenced by other trans- 
lating Instructions, and by other works on translating they read. 
6.3.3 Teaching Method 
6.3.3.1 Choice of Teaching Method 
The choice of a teaching method 
6 
will have a bearing on- the social 
system within the learner group as well as the structuring of the te. Aching 
material. When choosing a method for these courses within the present 
experiment, the following factors received careful consideration: 
(a) The topic (Elementary Translatlng)'Is at the same time a 
problem-solving skill, an, academic orientation, and an aesthetic training 
process by nature. The'students' task is primarily assimilation of In- ý 
formation resulting In attitudinal and behavioural changes. 
(b) The duration of Interaction Is strictly clear-cut and finite: 
twelve mee tings of 90 minutes for the extramural classes, and the dura- 
tion and number of sessions of the university and polytechnic classes are 
predetermined (see 6.3.1). Most of the extramural students had never 
met each other before. The polytechnic students -had only been together 
for one'week, the university ones eight weeks, before the commencement 
of the experiment. All Instructional transactions had to take place with- 
In this'period. 
(c) As ea 
I 
ch of these courses In the 
- 
experiment 
I Is basically a data- 
collecting exercise, more highly structured Interactions are called for 
than In ordinary classes, since as many variables have to be controlled 
as possible. For example, In the Grammatical class, queries concerning 
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cultural problems In translating have to be discouraged until after the 
post-test In the final meeting. (And If they should occur, as some 
actually did, they were carefully recorded and analyzed In the report 
(see 7.1.3). ) 
(d) There was considerably pressure to conform to the form of 
the established lecture. This was taken for granted In extramural les- 
sons of this kind as well as lectures In the polytechnic and universities 
In Hong Kong. Extramural classes were not the best environment In 
which to try out novel teaching methods, as students expected the In- 
structor to talk most, If not all, of the, time during class. One-way 
communication In the form of note-dictating and, handouts were conven- 
tionally the most popular way to conduct a class. There seemed to be 
an implied assumption that one learns only by taking In Information through 
note-taking, never by expressing one's view, which was by definition un- 
learned and therefore unimportant (see 7.1.2). 
(e) As the extramural classes were held In the evenings, the stu- 
dents were understandably very tired physically and mentally at the end 
of a day's work. It was almost Impossible to make them concentrate for 
90 minutes In a translation class. No learning can take place, if they 
should fall asleep In class (something only natural unless there Is keen 
Interest on the student's part). To keep the attention of the class, It 
was necessary for the Instructor to introduce anti-boredom measures 
such as student involvement, lively presentation, and teaching aids. 
There Is a tendency for extramural, students to be non-critical 
towards the Ideas expressed by the Instructor. They somehow feel being 
c. heated when told that there are no ready answers, and that to ask good 
questions Is more Important than to look for the solution. This Is all 
the more so with students In elementary translation courses (see 7.1.2). 
Having experienced rote learning probably all through their past lives, 
students are often under the Illusion that 'principles' and 'skills' can be 
acquired and mastered in class, and that the instructor knows all the 
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answers. One of the'most difficult tasks confronting the translation 
teacher Is to dispel this myth, making his students realize that trans- 
lating is not primarily a matter of choosing the right from the wrong, 
but the more suitable from the less suitable alternatives In given con- 
texts. This Is especially vital for the Cultural and Interpretive models. 
The teaching method used must have built-in facilities to help to bring 
about this change of attitude. -All -these characteristics apply 'to some 
extent to the average polytechnic and university student In Hong Hong. 
6.3.3.2 The Chosen Method: Its Features and Rationale 
In view of the above factors, a lecture-based teaching method with 
highly structured curriculum planning In advance was preferred. on the 
whole, it can be regarded as a combination of the 'Advanced Organiser 
Model' developed by D. Ausubel, and the 'Inquiry Training Model' devel- 
oped by R. Suchman. Both of these are described and analyzed In Joyce 
and Weil (1980). 
Designed to Increase the efficiency of Information processing cap, 'I 
bilities to absorb and relate bodies of knowledge, the Advanced OrgnnLser 
Model Is based on the assumption that the acquisition of Information is a 
valid, Indeed an essential, goal of teaching, and thqt one way lecturing 
can be effective under some conditions. 
When employing the Advanced Organtser Model, the teacher plays 
the role of presenter. The major purpose is to help the students to 
acquire subject matter. The teacher Is responsible for presenting what 
Is to be learned. The learner's primary role Is to master ideas and 
Information. Concepts and principles are revealed to students directly, 
as the teacher defines roles and controls social and Intellectual systems. 
I 
A pure Advanced Organiser Model, however, can easily degenerate 
Into rote learning on the students' part, thereby cancelling out the effec- 
tiveness gained in tight structuring. With the contemporary emphasis 
on participation and discovery by learners, It is becoming more and 
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more difficult to defend expository learning against criticism of 
passivity and non-meaningfulness. Many modern education theorists 
Insist that meaningful material cannot be 'presented'. Rather, It should 
come through Independent problem solving and manipulative experience. 
one can argue along Ausubel's line, though, that meaningful learning Is 
Intellectually linked to what one has learned previously (Joyce and Well 
1980: 77-78). As the Advanced Organiser Model emphasizes the assimi- 
lation of new Information on the basis of learning previously acquired, 
the learner Is required to transform new knowledge and apply It cre- 
atively In novel situations. This critical approach to the Information 
acquired prevents easy forgetting, which Is common with material learned 
by rote. Whether certain material Is meaningful depends on the learner 
and the material, not the melthod of presentation. Also, during a lecture, 
learners can be quite active when they relate new material to existing 
knowledge, judging which concept or proposition to catalogue the new know- 
ledge under. Lectures do not necessarily result In mechanical memori- 
zing. 
As the subject matter of the three courses varies considerably, 
uniformity in teaching method Is neither necessary nor advisable. For 
example, more discussions are called for in the Cultural, and Interpre- 
tive classes than in the Grammatical one. So It Is only the spirit (goal, 
the 'social system', etc. ) of the Advanced Organiser Model which Is 
adopted, rather than the practical procedures, such as the choice and 
the employment of specific 'advance organtsers'. 
To minimise the danger of passivity and the subsequent loss of 
Interest, certain elements of the 'Inquiry Training Model' are introduced 
to complement the strictly programmed Advanced Organiser Model. In 
principle, the IRquiry Training Model emphasizes cooperation, intellectual 
freedom, and equality, and. encourages Interaction among students. The 
teacher and students participate as equals where Ideas are concerned. 
one basic assumption of this model Is that all knowledge Is tentative. 
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Theories are not permanent answers. We can always be more sophisti- 
cated In our explanations, and most problems are amenable to several 
equally plausible explanations. The emphasis is on cooperative 'Inquiry 
which enriches thinking and helps students to learn about the tentative, 
emergent nature of knowledge and to appreciate alternative explanations. 
Again, it Is mainly the spirit (free Intellectual environment, the 
emphnsis away from 'getting the right answer', the 'social system', 
etc. ) of this model, rather than Suchman's detailed scheme of carrying 
it out (the 'syntax', see Joyce and Well 1980: 64, -r67), which Is adopted, 
due to the need to control the contents of the inquiry process which Is 
supposedly unprogrammable, and the need to focus. on the subject matter 
rather than the awareness and mastering of the Inquiry strategies. 
Both of these models presuppose well structured curriculum plan- 
ning on the teacher's part well before the commencement of the course. 
According to Ausubel, the teacher does not only present the material, 
but should select and define what Is to be meaningfully learned. It Is 
his privilege and duty to structure the Ideas and facts, and to design 
the hierarchy of knowledge (curriculum content), providing the students 
with 'intellectual scaffolding' to approach Lt. If such autocratic pre- 
programming runs counter to modern liberal education principles, It Is 
counterbalanced by maximum effort to encourage active learner partici- 
pation and Intellectual contribution in class (though this Is not adequately 
reflected In the lesson outlines shown In 6.3.4.2 and the content of 
sample lessons shown In Appendix 5). 
6.3.4 The Curricula 
As dictated by the teaqhIng method, a fairly rigid and pre 
fabricated curriculum Is required, and the materials were readybefore 
the commencement of the courses. The planning took place duringthe 
summer months of 1981. 
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6.3.4.1 Design 
The aim Is to assemble everything that Is considered suitable to 
be taught In elementary translation classes (English to Chinese for Hong 
Kong students), and to divide the material into three broad areas -- 
Grammatical, Cultural, and Interpretive -- based pn the translation 
teaching models described In Chapter 4. As far as possible, nothing 
will appear In more than one course. Then, material belonging to the 
same area Is divided up into eleven convenient 90 minute portions, to 
be presented between the pre-test in the first meeting and the post-test 
In the last. 
For all the three -courses, lessons 
7 
are structured in Identical 
patterns: 
(a) Exercises directly related to the topic to be discussed are 
assigned one or two weeks before the lesson. The purpose of such 
exercises Is to make the student aware of the problem, and try to solve 
it when he does. If he does not, and makes mistakes related to the 
topic to be discussed, the mistakes serve as examples for him to re- 
member. 
(b) Instructions and discussion In class. The general order Is 
to introduce the topic (usually by citing anecdotes and examples relating 
to Ideas discussed In previous lessons), analyze the problem In detail, 
compare the learners' solutions employed in the previously assigned 
homework, and propose strategies of handling the matter. 
(c) Reading material Is handed out. This is supplementary to the 
Instructions and discussion. Length and nature vary from course to 
course, for example, more textbook-like and In note form for the Gram- 
matical course, and more often than not extracts from articles on rele- 
vant topics In Chinese for the other two courses. 
(d) Follow-up exercises after the lesson. These are shorter 
but more difficult than the ones before the lesson. The purpose Is to 
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allow the learner to practice what he has learnt In class and In the 
reading, and to assure himself that he has done so. 
6.3.4.2 Content 
The teaching material used In the experiments is a selection from 
the idealized curriculum described In 5.2. Since only a comparatively 
small part of that curriculum can be realized In short courses like 
these, a careful selection Is called for. The selection was guided by 
the following factors: 
(a) Nature of the courses -- they are short introductory courses 
for non-practitioners with no T/I training (see Appendix 2). 
(b) Level of students - their level of general education, as well 
as language competence (see' Appendices 2 and 4). 
(c) Interest and need of students -- the types of T/I work they 
might be engaged In (see Appendix 4). 
(d) Actual teaching material available such as supplementary 
reading material in Chinese, and translation examples from English to 
Chinese to illustrate points made. 
(e) Time limit -- all the teaching material has to fit into eleven 
lessons of about 90 minutes each, with no possibility of extending the 
course (see Appendix 3). 
M Reference to the test -- what Is taught In class has to relate 
to the test In some ways, but at the same time it must not cover ex- 
actly the same examples (otherwise the reliability of the test will be 
affected, see, for example, the comments on point (c) In 7.2.4.2* 2). 
All the three courses are structured identically, though the content 
of Instruction is totally different: 
(a) The first meetings of all the courses follow the same pattern: 
they begin with the pre-test which lasts for 30 to'40 minutes. Then the 
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objectLves and contents of each lesson In the course are outlIned, and 
the following are distributed: 
(1) A short questionnaire (to be collected at the second 
meeting) which alms to find out the learner's Interests, education 
background, expectations of the course, etc. (see 6.3.2.1 and 
Appendix 4). This Is Identical for all the three courses. 
(11) Exercises -- homework for discussion In Lesson 2. This 
Is different for the three courses. 
(III) A detailed list of reference material for translating, ex- 
plaining what dictionaries, handbooks, Institutions, etc. one can 
consult when encountering difficulti. es In understanding the SLT, 
and a short WXt explaining the requirements of a competent 
translator. These handouts are, Incidentally, the only Instruc- 
tion the learners of different courses receive In common between 
the pre-test and the post-test. They are designed in a 'neutral' 
way, not biased towards any of the three TT models. 
(b) The last meetings of all the courses also follow the same pat- 
tern: they begin with the post-test which takes up about 30 minutes. The 
remaining time (which can be extended on request) Is devoted to two things: 
(1) Learners are encouraged to ask any questions on translating, 
and to clarify any queries they might have so far. 
(it) Attention Is drawn to the fact that there are other dimen- 
stons to translating not mentioned throughout the course (e. g. 
the Grammatical class: apart from Grammar, one has to con- 
sIder the Cultural and Interpretive aspects. Examples). 
I 
To compensate for the areas not covered in each course, a limited 
amount of carefully selected notes and reading material (about 2'0 pages) 
distributed earlier to the other two courses is handed out. one week 
prior to the last meeting, a questionnaire Is distributed to solicit the 
learners' queries, criticism, and views concerning the course, and the 
Instructor responses to these as far as possible before the end of the 
last meeting (see 7.1.3). 
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(c) From the latter part of the first meeting after the pre-test 
to the end of Lesson 8, various topics laid down in the exemplary cur- 
riculum (5.2) are covered. These topics selected are laid down in 
Table 6-2. This part of the teaching Is referred to as the 'core' In 
the report in Chapter 7. 
(d) Lessons 9,10 and 11 of all the courses are devoted to case 
studies designed to sum up the problems of translating In 'real situations'. 
Performances of professional translators are compared to Illustrate the 
means to deal with the respective problems: 
LESSON 9 -- Translating Shakespeare's Hamlet. Each course examines 
the problems from its own viewpoint. In the Grammatical course, ex- 
amples are taken from the various Chinese translations of Hamlet pub- 
lished to demonstrate how the translator handled and mishandled the 
various parts of speech, tense and voice, and other syntactic problems 
In the process of translation. In the Cultural course, there are discus- 
sions on the problems of conveying to the Chinese audience the culture- 
bound notions In expressions like 'Sweet to the sweet' (Ramlet 5.1.237), 
'I am more an antique Roman than a Dane' (5.2.339), and 'It-*hath the 
primal eldest curse upon't /A brother's murder' (3.3.37-38). In the 
Interpretive course, there are discussions on the use of prose and verse 
forms h! the SLT and the Chinese versions. These are followed by an 
analysis on the stylistic features (rhymes, puns, etc. ) and rhetorical 
devices (6. g. parlson, proparalepsis, malapropism) found in Hamlet, and 
a comparison of the strategies the translators, employed to reproduce 
these effects. All the teaching material In this lesson Is taken from 
the author's A Critical Study of the Chinese Translations of Hamlet 
(Chau 1981) in which six Chinese versions are analyzed and coT ared. ,p 
LESSON 10 -- Translation of Foreign News. Current examples gathered 
from local and foreign newspapers are used to illustrate the Grammatical, 
Cultural, and Interpretive problems of journalistic translation respec- 
. 
tively. A considerable amount of time Is devoted to comments on the 
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Table 6-2: The Course Curricula: A Summary 
Lesson Grammatical Course Cultural Course Interpretive Course 
PRE-TEST. Intro- 
duction to the course. * 
Common nouns. 
2 Proper nouns. 
3 Personal pronouns. 
Relatives, Inter- 
rogatives, Indefinites. 
5 Articles, demonstra- 
tIves, numerals. 
6 Modifiers, conjunc- 
tions, prepositions; 
tense and aspect. 
7 Voice and parti- 
ciples. + 
8 Translating techniques. 
SL Interference and 
'Chinese' Chinese. 
9 Translating Shake- 
speare's Hamlet. * 
10 Translating foreign 
news. * 
11 Translating the 
Bible. * 
3.2 POST-TEST. other 
dimensions of trans- 
lating. * 
PRE-TEST. Intro- 
duction to the course. * 
C. E. L. U. I -- Inter- 
pretation (SL). 
PRE-TEST. Intro- 
duction to the course. * 
T. A. I --Function, 
Communication theories. 
C. E. L. U. H -- Rep- T. A. II -- Domain, 
resentation (TL). text types, readability. 
A. A. M. I -- Con- 




A. A. M. , II -- Geo- 
graphical background, 
objects and system. 
A. A. M. HI --Daily 
life and customs. 












dimensions of trans- 
Wing. * 
T. A. III --Tone. 
Emotive meaning. 
+ 
Reading a text. T. A. 
IV -- Register, per- 
sonal style, soclo- 
linguistics and trans- 





eutics and transla- 
ting. Literary trans- 
lation. Overt trans- 
lation. 
Translating Shake- 






dimensions of trans- 
lating. * 
C. E. L. U. = cultural elements reflected In language use. 
A. A. M. = adJustments to anthropological mismatches. T. A. = text analysis. 
Discussions from different viewpoints In the different courses, 
though the topic is identical In this lesson. 
+ Content of the lesson laid out In Appendix 5. 
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students' performance In translating journalistic material assigned two 
weeks before, so that relevant points brought up earlier In the course 
(e. g. the Interference by SL syntax In the Grammatical course, and the 
differences In stylistic conventions In the TL and SL In the Interpretive 
course) are highlighted., In a sense, this Is a general revision for the 
course. 
LESSON 11 -- Translating the Bible. Like the discussions on Hamlet 
In Lesson 9, these will be conducted on two levels: problems that nre 
non-language -specific (i. e. translating Into other languages In general) 
and those that are specific to Chinese as TL. These discussions are 
based on various articles and books by Nida (e. g. Nida 1964), as well as 
articles published In the journal The Bible Translator (e. g. Venberg 1971). 
Excerpts from various Chinese translations of the Bible are examined. 
6.3.4.3 Realization 
on the whole, the content of Instruction of the five classes con- 
ducted In 1981 adhered closely to the pre-structured programmes as out- 
lined ln. 6.3.4.2, except for the fact that while the extramural classes met 
12 times, the polytechnic class met 10 times, and the university class 
18 times (see 6.3.1 and Appendix 3), which means that the original 
12-part arrangement had to be restructured. For example, the poly- 
technic class has Lesson 11 In meeting number 17. Nevertheless, the 
content and order remain unaltered. 
The progress of the lessons, differed from class to class: II 
THE GRAMMATICAL CLASS -- The lesson'was carried out almost to 
the letter. This was possible partly because' a set of notes mainly based 
on Sun and Fung (1975) was handed out In the first seven lessons, the 
content of which runs parallel to the discussions in class In the first half 
of the course. Thus whenever there were unfinished discussions In a 
meeting, the students could be left to follow them up by studying the 
notes at home. 
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THE CULTURAL CLASSES -- The material prepared for the first four 
lessons proved to be unexpectedly rich, and they took up more time than 
was planned. As a result, Lessons 8,10 and 11 had to be condensed, 
and these topics did not receive the attention they deserve. The students 
were not unaware of this, as one of them remarked on this 'regrettable 
anticlimax towards the end of this course' In her course assessment 
(see 7.1.3.2). 
THE INTERPRETIVE CLASSES -- Lessons 2 and 6 took up more time 
than expected, while Lesson 7 turned out to be unusually short, due to 
poor response from the students and the subsequent discontinuation of 
discussions on the topic,. For the EI class, there was a shortage of 
time towards the end of the course, so Lessons 9 to 11 had to be con- 
densed, and the topics concerned did not receive the attention they de- 
served. It could be pointed out, however, that Lessons 9 to 11 were de- 
signed to meet such situations (shortage of time towards the end of the 
course) -- they can be cut short when necessary as they serve as revi- 
sions. 
The material prepared for all three of the 'sample lessons' (see 
Appendix 5) turned out to be over-abundant, as each of these lessons 
took up 120 to 180 minutes Instead of the 90 allocated to It. 
All this notwithstanding, it Is fair to claim that the curricula for 
the three courses planned before the experiment was faithfully carried 
out, and that the contents of Instruction and method of teaching In these 
courses were both in accordance with the characteristics of the respec- 
tive TT models. In this respect, all the teaching fulfilled the require- 
ments of the experiment. 
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7 
EXPERIMENTS WITH THE MODELS: EXECUTION AND OUTCOME 
The outcome of the teaching experiments described In the pre- 
ceding chapter was measured In several ways, Including the students' 
0 
response to the lessons (their attendance as well as their assessments 
of the course), their reaction In class, and their performance In the 
post-test. This chapter reports on each of them In turn. 
7.1 The Students' Response to the Courses 
7.1.1 Attendance 
In the case of the extramural classes, the students' attendance 
figures can be one of the Indicators of their reaction to the course. To- 
gether with the students' assessment at the end (7.1.3), they provide clues 
to what teaching material was welcome, what, kind of Instruction was more 
readily accepted, and what was not. 
The attendance figures are particularly useful In the sense that 
they reflect the reaction of the whole class. By contrast, the test scores 
measure only the outcome of teaching on those students who persisted till 
the end, while the students' assessment reflect the feelings of the self- 
selected group which chose to return the questionnaire. 
As seen from the attendance record of the three classes (Appendix 6), 
about half of the participants present In the, first session turned up In the 
last. About one-third in the original groups dropped out, by the fifth 
session and never reappeared. Judging from one's experience withextra- 
mural courses of this kind, the above phenomenon was normal., 
, 
The 
drop-out rates and patterns seem to be In no way remarkable, though 
no statistical evidence could be cited to support this observation,, due, 
to the lack, of studies In this area. 1 
Plotting those- percentages on a graph (Fig. 7-1), the picture that 
emerges shows that there are no noticeable 
I 
differences In the patterns 
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of the three classes. If thi s is'the case, It should Indicate-, that either 
none of the three courses were particularly popular or'unpopular during 
this experiment, or that attendance has little correlation with the content 
of Instruction. This can be regarded as the most significant finding con- 
cerning the attendance records. It Is appropriate, though, for two other 
remarks to be made here. Firstthe fact that the attendance rate of the 
Interpretive class Is considerably higher than those of the other two (as 
shown by the graph In Fig. 7-1 and the average percentagesAn Appendix 6, 
part II) Is rather unexpected, as one would anticipate that this course 
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Is more advanced than the others, and therefore less likely to be 
popular with beginners (see 6.3.1). That view was confirmed by the 
students' course assessments (see 7.1.3). Second, the general trend 
shown In the graph, though unremarkable, may be correlated to the 
relative popularity of the content of Instruction In the various sessions. 
A more detailed analysis In this area is given In . 7.1.3.1. A compari- 
son of the attendance figures (Fig. 7.1) with the students' rating of the 
teaching, material of Individual lessons (Fig. 7.2) must be more revealing. 
7.1.2 Reaction In Class 
During the period between the pre-test and the post-test, the fol- 
lowing reactions to the teaching material were observed: 
(a) The extramural students were passive, particularly so with 
the Cultural and the Interpretive classes. It seemed that the Cultural 
class was not Impressed by the Instructlonwhich analyzed cultural prob- 
lems but seldom offered definite and prescriptive answers. The students 
felt impotent and lost when told that there'are no ready or even satis- 
factory solutions to some problems. The Interpretive class, on the other 
hand, found the majority of the Instructions (e. g. register, ambiguity, 
text type, reading a text) too difficult and Irrelevant to their Immediate 
need as novices In translating. Very few students challenged the Ideas 
put forth, or raised sensible questions relating to topics under discussion. 
only a few in each class answered questions thrown to them, as the rest 
were often too Insecure to express their opinions. From the comments 
made by the students, one felt that the degree, of participation on the 
students' part (such as-responding to questions in class, handing In home- 
work, raising queries, and making remarks) was probably in diýect pro- 
portion to the student's evaluation of himself as a translator. A student 
who felt that he was good at translating or up to the required standard 
of this course (as he imagined it) responded well. However, It seemed 
that the majority of the extramural students felt that they were Incompe- 
tent In translating, Inadequate In the command of English, and Ignorant 
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In terms of translating theory. Such Inferior feelings prevented them 
from effective communication throughout the course, despite every effort 
of the Instructor to encourage participation. 
(b) Such passivity was much less obvious with the polytechnic 
class, and almost absent In the university class. These students raised 
sensible questions during and after class, were eager to hand In home- 
work, and commented periodically on the way the classes were conduc- 
ted. They were sure that they followed what was taught on the whole. 
There was no doubt that the Instructions In the Cultural and Interpretive 
aspects were much better received In these post-secondary classes than 
the extramural ones. 
7.1.3 The Students' Course Assessments 
One week before the last meeting, the students of all the classes 
received a questionnaire In which they were Invited to express their 
views on the course. Some of those forms were returned before the 
last meeting by mail, others arrived afterwards. Some were handed 
back during the last meeting. About half of those who took the post- 
test returned that questionnaire. This proportion can be regarded as 
disappointingly low. Nevertheless, the content of this feedback Is useful 
as It is interesting and revealing. 
-A translation of that questionnaire (originally In Chinese) can be- 
found In Appendix 7. 
7.1.3.1 Ratinks of Individual Topics: Results and Interpretation 
The first part of the que stionnaire solicited the students' reaction 
to the Individual topics. By ticking the appropriate columns, they indt- 
cated how interesting each of the lessons are, and how useful they found 
them. For each lesson they were asked to choose among 'Very Inter- 
esting', 'Not very - Interesting", and 'Boring', as well as 'Very useful', 
'Not very, usefull, and 'Useless' (see Appendix 7). 
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In tabulating the scores, the Interest shown by the students in 
each class Is represented by the average of the marks awarded In each 
lesson In the following manner: 
Very Interesting +1 
Not very Interesting 0 
Boring -1 
and the usefulness of each lesson is likewise represented by the average 
of marks In the students' mInd awarded: 
Very useful +1 
Not very useful 0 
Useless -1 
A combination of these two averages (obtained by adding them up and di- 
viding by two) Is taken to Indicate the popularity of each -lesson In the eye 
of a particular class. Th1s'. Is admittedly no more than an unsophisticated 
approximation, but it may well be as meaningful as any would be In show- 
Ing the rating by the students. 
The results are tabulated In Appendix 8. Here Is an 'Interpretation 
of them: 
(a) The Extramural Grammatical Class (EG) 
I 
Judging from the ratings, this Is the most contented of the five 
classes. The students awarded 0.80 and 0.84 to Interest and Usefulness 
respectively (the full score being 1). It Is remarkable that every on 
of the respondents rated the first eight topics, the core lessons, 'Very 
Interesting' as well as 'Very useful', resulting In combined averages 
of +1 In every case. By contrast, the lessons on translating Hamle 
and the Bible were poorly received. Bible Translating scores O, the 
middle mark between +1 and -1, both In Interest and Usefulness. This 
I Is, incidentally, the lowest popularity score for a lesson found tn all 
the lessons of the five classes. 
(b) The Extramural Cultural Class (EC) 
The response of thIP class Is less extreme than the previous one. 
Among the well-received topics are 'Concepts and Attitudes' and 'Daily 
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Life and Customs', both under the heading of 'Adjustments to Anthropo- 
logical Mismatches', and 'Figurative Speech'. The other topic on An- 
thropological Adjustment ('Geographical Background and objects'), though, 
was considered Useless, rated only slightly higher than 'Translating 
the Biblel. In two of those topics taught, namely 'Colour and Numbers' 
and'Translating Foreign News', the score for Usefulness Is much 
higher than Interest. This might mean that the students considered the 
topics Important, but felt that those topics were Inadequately If not badly 
treated. 
(C) The Post-Secondary Cultural Class (PC) 
The scores awarded by this class are also fairly low throughout. 
Among the well-received topics are 'Cultural Elements Reflected In SL 
Use', 'Concepts and Attitudes' and 'Daily Life and Customs' (both under 
'Adjustments to Anthropological Mismatches'), and 'Figurative Speech'. 
The topic the class found the least Interesting Is 'Synonyms', and the 
least Useful Is 'Translating Hamlet'. The average score for Usefulness 
Is the lowest of all the five classes. 'Translating Foreign News' was 
considered Important but unsatisfactorily treated. The overall pattern 
is not dissimilar to that of class EC. 
The Extramural InterpretIve Class (EI) 
Judging by the ratings alone, this class must be the most disý- 
satisfied of the five. The combined ý average score for overall popularity 
is merely ý 0.56. The average for Interest, 0.42, Is also -the lowest among 
the five classes. This is also the only class which gave any negative 
score for a topic: -0.1 for Interest in 'Reading a Text'. - Bible Trans- 
lating Is 'considered the least Useful topic, and It Is also the least- 
popular one (a mere score of 0.05, almost the lowest of all the topics 
rated by the five classes). 'Understanding the SLT Background' was con- 
sidered -important, but unsatisfactorily treated. 
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(e) The Post-Secondary Interpretive Class (PI) 
This class seems to be rather pleased with the course. The 
scores are generally high. The topic on 'Emotive Meaning' received 
a full average score of +1, closely followed by others on 'Communi- 
cative Theories'. 'Referential Meaning', 'Ambiguity', and 'Context. 
The three topics towards the end were not popular: 'Translating Hamlet' 
was rated the least Interesting, 'Translating the Bible' the least Useful. 
'Domain and Text Types' was considered important but unsatisfactorily 
treated. 
Comparing the degrees of satisfaction expressed by the five classes, 
the following observations can be made: 
(1) There is no significant difference behveen the overall ratings 
of the extramural and the post-secondary classes, Indicating that 
the degree of satisfaction expressed by the two groups are similar. 
(The mean of the combined average scores of, the extramural stu- 
dents is 66.7, and that of the post-secondary students Is 64.5.1 
(10 Comparing the three models used, the Grammatical turned 
out to be the students' favourite, well ahead of -the others, with 
a combined average of 0.82. The reception of the' Cultural course 
by the extramural and post-secondary classes was Identically cool 
(0.61 and 0.59 respectively). The same is not true of the Inter- 
pretive course: the extramural class gave a-score of 0.56, the 
lowest of all five, while the, post-secondary class was more en- 
2 thuslastic (0.70). Tf other specific factors are to be Ignored, 
the above ratings confirm the former expectation (see 4.2.1 and 
6.3.1) that beginners receive the Grammatical model more readily 
than others, and that the Interpretive model benefits the more 
sophisticated students more than It does the beginners. Indeed, 
the unanimous votes of the Grammatical class in all the eight 
'core' lessons Is a clear Indication that this course offers the 
contents they expected -- translating training means comparative 
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grammar. The Post-Secondary Interpretive students, like all the 
rest, were beginners in the sense that they had received little or no 
formal translating training prior to this course. Yet they were superior 
linguistically and intellectually compared to the extramural students on 
the whole. This last assertion Is supported by the reaction in class, 
their scores in the tests (see 7.2.4) as well as the remarks they made 
on this course (see 7.1.3.2). , 
The relative degree of Interest of the three courses represented 
by the ratings came as a surprise, as some of the reactions shown ran 
counter to expectations before the experiment. The cultural course, 
full of colourful anecdotes and lively examples, should have no diffi- 
culty in attracting the students in class. By contrast, the Grammatical 
course, with its prescriptive and imperative format, was expected to be 
much less stimulating. But it was the supposedly boring Grammatical 
course which captured the Interest of the students most, as reflected by 
the amount of concentration shown in class, and the ratings In the course 
assessment. Since the content of the Cultural course has a certain 
entertainment value, on the whole more so than the other courses, ex- 
planations are needed to account for the fact that neither of the Cultural 
classes found the lessons Interesting (though several PC students did 
state in their letter that they enjoyed the meetings very mush (see 
7.1.3.2)). Perhaps one can find a hint In one remark by an EC stu- 
dent, who said that she did not consider the cultural gap all that im- 
portant in the present context. Such underrating on the students' part 
is confirmed by other colleagues in the Polytechnic (see 7.1.3.2). If 
that represents the view of the majority, then the studentst Interest 
in the teaching material is linked not with its lentertainment poten- 
tiall, but primarily with the receptors, judgement of Its relevance 
to their purpose. In other words, having enjoyed the course was 
not considered 'Interesting' as long as the benefit is not obvious. 
A dull factual delivery would be enjoyable if the material were 
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thought to be useful. There was, naturally, a gn. p In the Idea of 
Usefulness between the students and the Instructor. As pointed 
out above, the PI class did appreciate the relevance of the sup- 
posedly more sophisticated teaching material In their course better 
than their extramural counterparts, and showed greater Interest 
than the latter. 
(III) The gap between Interest and Usefulness differs from model 
to model. While the Grammatical class found the Instructions very 
Interesting and very Useful, the Cultural classes rated them more 
Useful than Interesting. Two points seem to be clear here: first, 
cultural material was considered the least Useful, Grammatical 
Instruction was thought to be most Useful. Second, while both of 
the Cultural classes found the material Uninteresting, the PI class 
was not bored to the same degree as the EI class was. The ver- 
dicts of the five classes can be summed up like this: 
Class EG Very Interesting, very Useful. 
Class EC Not Interesting, not very Useful. 
Class PC Not Interesting, not Useful. 
Class EI Boring, but fairly Useful. 
Class PI Fairly Interesting, very Useful. 
(IV) For all the five classes, 'Translating Hamlet' and 'Trans- 
lating the Bible' were among the most poorly received of all the 
topics. Three of the five classes considered 'Translating Foreign 
News' important (0.83 to 1), but unsatisfactorily treated. Thus 
It seems that the three revisional lessons at the end were less well- 
received than the preceding 'core' topics. This can be explained 
by the fact that in most cases, the last three topics were not given 
adequate treatment due to a lack of time towards the end of the 
course (see 6.3.4.3), and that unlike the preceding topics, ' ex- 
amples offered In these three do not teach anything new. 
(v) Comparing the likes and dislikes of the classes taught with the 
same model, it Is clear that the pattern is on the whole similar. 
A topic favoured by the extramural students was also liked by the 
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post'secondary ones, sometimes to a greater degree. 'Geo- 
graphical Background and Objects' was received much better by 
the PC class than the EC class, and 'Communicative Theories' 
and 'Reading a Text' much better by the PI class than the EI 
class. The opposite did not happen: there was no topic which 
the extramural students welcomed but their post-secondary counter- 
parts did not. 
3 
(vi) It seems that the popularity of each topic is to a great extent 
related to the amount of attention devoted to It In class. The 
'attention' can be measured tangibly by counting the length of time 
spent on discussing, and the volume of handouts. For example, 
In the Interpretive course, 'Emotive Meaning' and 'Ambiguity, Word- 
play and Irony' took up much more time than scheduled, and they 
became the most popular ones among the students from both classes. 
Exactly the opposite is true of 'Reading a Text' and 'Translating 
the Bible'. This Is hardly surprising, as more time devoted to 
a topic leaves a deeper Impression, a feeling of Importance (thus 
Usefulness), and reflects greater Interest and more preparation on 
the instructor's part. 
7.1.3.2 Remarks on the Course 
Apart from the rating of each topic in turn, the respondents also 
expressed their views In the other columns of the questionnaire: 'Remarks 
on the method of Instruction', 'Complaints on this course', 'other material 
which should also be Included In a translation course', and 'other opinions 
and suggestions' (see Appendix 7). 
Much of this feedback Is general remarks on the conductidg of 
the course as a whole. Though they may not be particularly relevant 
to the present Investigation, It would not be out of place to record a few 
recurrent themes, If only to put the other data in a proper perspective: 
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-- The course was far too short: topics were not properly 
developed, and ha'sty run-throughs resulted In serious Indi- 
gestion. Constant bombardment of new material made life 
difficult. 
-- The exercises -contained mainly short Isolated sentences. 
This Is undesirable, as problems with translating whole 
passages must be quite different from translating full texts. 
-- Though the content may well be useful and relevant, the 
supplementary reading handed out after each lecture was 
boring. One felt like attending a correspondence course (by 
a Grammatical student). 
--Would have welcomed more -supplementary reading (by 
Interpretive students). 
-- Would have welcomed 'more actual examples'. [ This 
can be taken to Imply that there has been too much theory 
-- Several of the topics took up a lot more time than 
originally scheduled, rdsulting In an anticlimax towards the 
end of the course where material was either hastily gone 
through or cancelled. 'I wish that the first half of the course 
were condensed, so as to make room for more practical 
examples' (by an EC student); "Translating Hamle 11 and 
'Translating the Bible" were not fully treated -- only a minor, 
aspect of these topics was covered' (by an EG student). , 
-- Would have preferred more translation examples taken 
from contemporary literary writinj. Shakespeare Is un- 
doubtedly too archaic and remote. 
-- The exercises were boring and sometimes unprofitable. 
(This view was aired repeatedly by Cultural and Interpretive 
students, mainly referring to occasions when they were re- 
quired to do drills and basic research work other than trans- 
lating. ) 
, On the whole, the post-secondary students were more outspoken 
In'their remarks than the extramural ones. Having been together as a 
class for a longer period, the former managed to establish a much better 
relationship with their Instructor and other classmates. - So It was not 
surprising that most of the notes of thanks came from the post-secondary 
classes. - It Is Interesting to note that of these two groups, most. of the 
Cultural class students expressed thanks for 'a really nice time' and 
'those enjoyable sessions', the Interpretive students expressed thanks 
for 'useful' and 'enlightening' Instruction. Thus the 'entertainment 
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potential' of the Cultural material was realized, though this was not . 
reflected In the ratings. This again reaffirms the view that. the Cultural 
classes did not find the Instruction particularly useful, as the others 
apparently did. In the'students' mind, Cultural orientation should hardly 
5 be an Important part of the translation curriculum. , 
Thus It was not surprising that students of the Cultural courses, 
more than the others, found themselves learning new and unexpected 
things. An EC student wrote: 'Now I realize that apart from grammar 
and style, one has to know more about the customs, etc., of other 
peoples. ' (She stated In a nutshell all the three models! ). Another PC 
student said: 'Now I know there are many sides to translating ... I was 
shown'a new world in translating. ' 
This awareness of aspects of translating other than the model 
taught was evident In the response to 'Other material which should also 
be Included In a translation course'. A Grammatical student demanded 
'How to handle figurative speech, metaphor, and simile 1. A PC student 
wanted 'Tone and context, as well as the techniques of the uses of dif- 
ferent parts of speech'. Another PC student preferred to be taught 'How 
to translate Into a native-11ke TLT free from SL Interference'. One EI 
student would like to have 'Various aspects of translating techniques'; 
another 'Grammatical matters' as well as 'Language philosophies' (the' 
latter added that the Instruction In the course was not difficult for him), 
still another 'Cultural background of the SL to enable me to understand 
the SLT better'. A PI student said the same thing: 'Differences of the 
Chinese and English cultures'. Another PC student wanted 'Techniques 
of translating'. Two students, one from the EI class, the other from 
the PI class, - found the readings on Grammatical considerations handed 
out after the post-test most Interesting and useful (see 6.3.4.2). They 
undoubtedly preferred such Instruction to that received during the course. 
Not surprisingly, again, It was the Interpretive students who sug- 
gested topics and areas outside the three models when filling In this 
column. Items put forth by EI students Include 'Vocabulary drills', 
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'Speed training', 'Actual examples of translating from novels, short 
stories, and poetry'. Some PI students suggested 'The use of reference 
books' and 'Techniques of writing'. It Is noteworthy that Grammatical 
students suggested next to nothing, the Cultural students, as seen in 
the last paragraph, suggested topics that belong to the other two models, 
while the Interpretive students suggested topics that belong to the other 
models, as well as others outside them. If an optimistic Interpretation 
can be followed, this Indicates that the eyes of the Cultural students 
were opened, and this was even more true of the Interpretive groups. 
otherwise, one can simply attribute this to the relative degree of satis- 
faction of the students In different courses: the Grammatical students 
suggested little because they thought they had received what they expected 
from translating training, while the Interpretive students were the most 
unfulfilled group. 
7.2 The Translation Test 
As a primary means to measure the outcome of the experiment, 
a translation test was designed concurrently with the curriculum planning, 
and later administered during the experiment. For the purpose of 
assessing the standards of the students taught, as well as estimating 
the validity of this test, It was given also to some other subjects who 
did not take part In the five classes. The latter are referred to as 
the 'other groups' In the rest of this chapter. 
7.2.1 ' The Subjects 
The subjects of this test Include two categories: the members of 
the five courses, who were given the test twice, and the 'other groups' 
who were students of translation courses In various Institutes of edu- 
cation in Hong Kong. 
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7.2.1.1 The Course Students 
These are members of the five translation classes for beginners 
taught: 
(a) The Extramural Grammatical Class (EG) -- Twenty-five 
students took the pre-test, twelvd of them later took the post-test. 
There are some who missed the pre-test but later took the post-test. 
They are disregarded as far as these experiments are concerned. The 
same principle applies to the other courses. 
(b) The Extramural Cultural Class (EC) -- Thirty-five students 
took the pre-test, nineteen of them later took the post-test. 
(c) The Extramural Interpretive Class (EI) --Twenty-three students 
took the pre-test, twelve of them later took the post-test. 
(d) The Post-Secondary Cultural Class (PC) -- Twenty-two stu- 
dents took the pre-test, twenty-one of them later took the post-test. 
(e) The Post-Secondary Interpretive Class (PI) -- Nineteen stu- 
dents took the pre-test, fifteen of them later took the post-test. 
7.2.1.2 The Non-Course Students 
Apart from the students mentioned above, translation students from 
various educational Institutes were Invited to take the same test once. 
These tests took place concurrently with the teaching experiment, with 
the kind assistance of the lecturers responsible for these classes. in 
each case a period of 50 to 120 minutes was given, and the test was 
completed. In class, followed by discussions concerning It (see 7.2.3). 
These groups are: 
(a) The second year class of the Translation and Interpretation 
Course of the Department of Languages, Hong Kong Polytechnic (I. e. 
the seniors of the PI class). Ten students handed In the test paper 
although a few more took part (see footnote 15). 
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(b) The third year class of the same course at the Polytechnic. 
Seventeen students took part. All the classes promised not to disclose 
the aim and content of the test to friends In other classes. 
(c) The second year class of the Translation Course of the Chinese 
Department, The Chinese University of Hong Kong (i. e., the seniors of 
the PC class). 
6 While everyone who passed the final examination at the 
end of the year at the Hong Kong Polytechnic promotes In the same 
course (almost every student In year 1 goes through the three-year 
course and graduates with the diploma), only a minority of the Chinese 
University students who took the first year Translation Course (which 
Is a general foundation course) move on to second and third year trans- 
lation as a minor subject. The same applies to the Hong Kong University 
students described below. Twenty-seven students of this second year 
translation class took the test. 
(d) The third year class of the same course In the Chinese 
University of Hong Kong. Eleven students took the test. 
(e) The first year class of the Translation Course of the Chinese 
Department, the University of Hong Kong. There were; several classes 
of the same nature on the same level offered concurrently by different 
lecturers, and this was one of them. They took this test during their 
second month of formal, training in translating. Forty-seven students took 
the test. 
(f) The second year class of the same course. Twelve students 
took the test. 
(g) The Higher Diploma Class in Translation (Chinese to English) 
of the Department of Extramural Studies of the Chinese Unlversiýy of 
Hong Kong. Members of this class are mostly university graduates, 
and most of them have T/I as part of their daily work. 'Nearly all of 
them have had no formal T/I training before joining that course. The 
test took place on the third month of their training. Nineteen students 




This Is a proficiency test designed to measure the ability to trans- 
late from English to Chinese, and the attitude to translating on the whole. 
It Is based on the assumption that a competent translator can distin- 
guish between faulty translations from comparatively fault-free ones. 
Special attention was paid to the differentiation of various kinds of 
faults along the lines of the three models proposed in the present 
thesis, so that the subject's awareness of the problems of translating 
related to the various models would be reflected by the, numbers of 
faults Identified. In this respect, this test reveals not only the subject's 
competence as a translator, but also his views on translating -- which 
aspects should be attended to, what Is meant by accuracy, and so on. 
As reported below (in 7.2.3), this test was described to the sub- 
jects as an 'attitude test' rather than a proficiency one. Attemptswere 
made to convince them that It was not their competence In translating 
that was measured, though there Is no evidence to show how successful 
such downplay of the first aim was. This distortion of the emphasis 
I of the aim was necessary due to several considerations: 
(a) Subjects tend to be unduly nervous when told to 'do this test 
and let me find out how good you are'. Judging from past experience, 
this Is particularly true of students in Hong Kong, being a product of an 
examinatiOn-orlented'bducation system In a highly competitive society. 
An overt proficle I ncy test 'at the outset of this course might throw a dark 
shadow on future Instructor-student relationship. 
(b) With the post-secondary students In the courses and all those 
from the other groups, It was important to dispel the suspicion that 
scores of the test(s) would affect their end-of-term academic results, 
and that'this test was designed In collaboration with their lecturers to 
spy on them. 
(c) The lecturers responsible for the other groups might not like 
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the Idea of comparing the competence of their' own, classes with others. 
7 
(d) More importantly, the reliability of this test Is far from being 
established. This uncertainty was greater before the results were 
worked out. While It can be more confidently asserted that such a test, 
If well designed and properly administered, should reveal the aware- 
ness of the subject to the various aspects of translating problems, how 
far it can measure translating competence remains an open question 
(but see 7.2.4.2.1). 
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(e) Very little has so far been done In the area of translation 
testing. Despite a long tradition of Translation Criticism,, and several 
recent attempts to establish explicit principles based on modern linguis- 
tics (the most celebrated being House 1977), there has up till now been 
a lack of rational translation evaluation procedures, language -specific or 
otherwise. Unlike language testing, where the intuition of native speakers 
or authorities on grammar can be relied upon to establish the correction 
of an answer, translating testing operates mainly on the faith of the com- 
petence of the test designer as a translator. And translators, probably 
more so than practitioners In most fields,, are aware of their own'falli- 
bility. 9 
Students of the five classes taught were given the same test at 
10 
the first and last meetings of the course. By comparing the scores on 
the two occasions, It should be possible to measure their Improvement 
and Its nature or direction (see 7.2.2.3 and 7.2.4.2.2). Their scores 
In the pre-test are also used to demonstrate the degree of homogeneity 
within each class, as well as to compare the standard-of the five classes 
(7.2.4.2.1). 
7.2.2.2 Problems and Limitation 
The designing of a test to fit the purpose of this experiment en- 
countered serious difficulties of a different nature: 
I 
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(a) The lack, of research In the area of translation testing and 
the subsequent doubts In reliability, ar, mentioned In 7.2.2-1.1 
11 
(b) The specific demands of this experiment -- 
(I) The test has to be short, to be completed In class 
within a maximum of thirty minutes. This was dictated by 
the schedule of the three courses. 
(ii) It must be possible to mark the paper 'objectively', 
that Is, mechanically, free from personal biases. 
(111) At the same time, translations have to be done with 
text(s) and within context, so as to accommodate faults be- 
longing to the Interpretive aspect. This requirement Is usually 
unreconcilable with- the previous one. 
(1v) It must differentiate among faults which belong to the 
three models, so that the scores reflect not only how com- 
petent the subject Is as a translator, but also the types of 
fault he failed to Identify. 
(v) Equally plausible faults have to be created for every 
option In. every item In the test. Such creations inevitably lead 
to controversies, as translators often disagree on the accept - 
ability of 'correct' translations, and every translation Is for- 
ever improvable. 
(c) The linguistic and translating standards of the subjects. Due 
to the low level of English (see 6.3.2.1), the SLT has to be simple enough 
In terms, of lexicon and syntax to ensure that faults unidentified in the 
answers were -not a result of comprehension failure. 
(d) CompetenceAn various aspects of'translating (Grammatical 
Cultural, and Interpretive) are not equally measurable. 
r 
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7.2.2.3 Principles of DesIgn 
The paper consists of a text of 800 words In English. A total 
of thirty sentences or clauses are selected out of the text, each is 
provided with three different Chinese translations. The subject Is 
asked to choose one of the three which he considers to be the most 
appropriate for this occasion. 
of the thirty multiple choice Items, ten belong to 'Type 11, ten 
belong to 'Type 21 and ten belong to 'Type 31: 
Type 1 Type 2 Type 3 
The options: FF FF FF 
XG xc m 
xc m XG 
FF = 'fault-free I translation, - Le. without obvious mistakes which can 
be attributed to Incompetence In Grammar, Culture, or Interpre- 
tatLon (style, text analysis, etc. ). 
XG = Grammatically faulty. 
XC = Culturally faulty. 
XI = Interpretively faulty. 
To illustrate the choices available and the distinctions between faulty 
and fault-free answers, six Items, two from each type, are explained 
in Appendix 10. 
It was predicted that the Grammatical students, who received in-, 
structions in the Grammatical aspects of translating and nothing else, 
should be more sensitive to grammatical mistakes after the course, and 
are therefore more likely to pick FF answers in Type 1 and Type 3 
Items in the post-test than In the pre-test. Since they received no orien- 
tation concerning Cultural and Interpretive matters, they are not more 
likely to be able to spot mistakes In those areas, and are therefbre not 
more likely to pick FF answers In Type 2 Items. Similarly, Cultural 
students are expected to Improve In Types I and 2 Items but not Type 3 
ones, and Interpretive students In Types 2 and 3 items only. 
If there should be significant evidence to show that the above 
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actually happened, It would show that the Independent variable (teaching 
in between the tests) had an effect on the dependent variable (the stu- 
dents' performance), Le. students learned quite different things from the 
three models, and possibly regard translating as a somewhat, different 
activity after the teaching. 
7.2.2.4 Choice of the Source Language-Text 
The SLT chosen Is a, Scottish folk tale, adapted from the version 
told by Macdougall. 
11 
With the help of applied linguists In Edinburgh 
and translation teachers In Hong Kong, the text was retouched and edited 
to meet the need of this test. Alterations made included stylistic shifts 
12 
and cultural adaptations. 
This piece of text was chosen In preference to many others con 
sidered because: 
(a) Its length is ideal, and It forms a complete self-sufficlent 
text. 
(b) It Is not boring -- some of the subjects have to take the test 
twice and spend up to over an hour on it. 
(c) It is malleable -- due to the unusual nature of this test, the 
details of the second half (paragraphs 6 to 12) had to be completely re- 
shaped to meet the need of the items (as explained in point (b(li)) above) 
without damaging the theme or the plot. 
In the Chinese translations, the mistakes created are: 
XG -- mostly Interference from SL grammar, such as retaining syntactic 
constructions which are unacceptable In Chinese grammar, and over- 
literalness resulting in unnatural, if not misleading, expressions. 
XC -- such as inconsistency in. culture-bound details resulting in dif - 
ficulties of comprehension, or illegitimate substitution of cultural elements. 
XI -- such as Inconsistency In style (archaic elements amidst modern 
style) and literary expressions unsuitable for eventual oral presentation. 
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7., 2.2.5 The Test Pape 
The test paper, Id Its final form, consists of two pages of SLT 
In English, followed by three typeset pages In Chinese. This Is a trans- 
lation of the Instructions which begin the Chinese answer sheets: 
The text above is Scottish, folklore. Now we are translating 
it into Chinese. The translation Is to be part of a collection 
of stories for children, which will be used by adults (parents, 
teachers, broadcasters, etc. ) to read to children. This audience 
is ten to twelve years old, that Is about primary four to six. 
Here are thirty sentences or clauses, taken from the story, 
each translated In three different ways. Which version do you 
think Is the most appropriate? Please Indicate your choice by 
ticking the corresponding box. 
The full text of the test paper Is reproduced In Appendix 9.13 
7.2.3 Admtntstratlon 
The translation tests were conducted In Hong Kong between September 
1981 and January 1982.1 was present on every occasion. In many cases 
with the other groups, the lecturers responsible for the class also came, 
but they did not participate In any way beyond Introducing me to the stu- 
dents before the test. 
At the commencement of the pre-test during the first meeting, 
the five classes taught were told that the test Is designed to reveal their 
attitude towards translating, rather than their competence In translating 
(see 7.2 . 2.1). The post-secondary classes were also assured that the 
scores In the test would not affect their academic assessment. After all 
the test papers (including the SLT and the answer sheets) were collected, 
the classes were told that they would be given the very same test again 
In the last meeting, after which the principles of design of the festwould 
be-disclosed. 'Before the post-test, the classes were reminded that 
-there was no necessity to recall their answers in the pre-test. A trans- 
lation of the set of oral Instructions given before and after the tests can 
be found In Appendix 11. Eventually all the answers were completed and 
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submitted within a, period of 20 to 40 minutes. On the whole, groups 
with more translation training (i. e. the second and third year classes) 
spent a little less time than the novices. The five classes taught spent 
less time In their post-test than In the pre-test. 
After the test (for the other groups) and the post-test (for the 
five classes taught), the principles of design of the test were explained, 
and a key to the answers was distributed to the subjects (see Appendix 12). 
With this key In hand, the subjects counted the scores for themselves. 
They were. reminded that the so-called 'fault-free' answers are nothing 
but relative choices under a specific context. The -choices 
had been chal- 
lenged, and the designer Is fallible. 
14 Despite this, It Is the designer's 
conviction that the paper on the whole serves Its purpose (that of reveal- 
Ing the subject's awareness oi the various problems In translating). As 
for the scores, they may or may not be taken as an indication of trans- 
lation proficiency -- this question remains open, at least until after the 
results are worked out. A high score means the subject's view on trans- 
lating coincides with thok of the designer. An Improvement of scores 
In the post-test might Indicate that the Instructor who was also the de- 
signer had managed to persuade his students to look at translating In the 
way he Intended. 
, 
The test was followed by a discussion on the design of this test, 
In, which the subjects, were given the chance to challenge the design prin- 
ciples and technical details. Many were eager to do this. 
15 
Then the 
groups were promised that the test sheets submitted would be returned 
within one week, together with an average score fox, that group. 
7.2.4 Results and Interpretation % 
7.2.4.1 Computation and Tabulation 
7.2.4.1.1 Performance of Course Students 
The answers given by the subjects who took the test twice are 
listed In Appendix 13, part I, and the answers of those who took the pre- 
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test but not the post-test are listed In Appendix 13, part II (see also 
7.2.1.1). 
7.2.4.1.2 Performance of Non-Course Students 
The answers given by non-course students (I. e. those who do not 
belong to the five classes taught, and did the test only once, see 7.2.1.2) 
are listed in Appendix 13, part III. 
7.2.4.1.3 Scores of the Classes 
The average scores of each class In this test are listed In 
Table 7 -1.16 
7.2.4.1.4 Effect of the Experiment 
A comparison of the performances of the five classes taught before 
and after the course can be found In Table 7-2. There, the figures 
under 'Mistakes' represent the average number of mistakes made In the 
post-test more than those made in the pre-test. Thus a negative num- 
ber Indicates Improvement. For example, 1-4.71 under 1XG1 means the 
class made an average of 4.7 Grammatical mistakes less after the course. 
The figure under 'Points gained' Indicates actual average improvement. 
Thus a positive figure means less mistakes made after the course. The 
mark (s) after a figure Indicates that the difference Is significant at a 5% 
level according to the t distribution, while Its absence Indicates that It 
Is not signt ! cant. 
17 
7.2.4.1.5 Analysis of Mistakes Made 
To assess the proportion of the average types of mistakes made, 
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7.2.4.1.6 Effects of Translation Training 
To compare the proportion of the various types of mistakes made 
by subjects at various stages, the average scores of all the subjects 
belonging to the four groups described below'are listed In Table 7-4: 
(a) Extramural students -- members of classes EG, EC and EL 
(b) Po6t-secondary 'freshmen --'members of first year classes at 
the Polytechnic "(PI), The Chinese University (PC), and Hong Kong University. 
(c) Members of the extramural higher diploma class. 
(d) Post-secondary seniors -- members of the second and third 
year classes at The Chinese University and the Polytechnic. 
The first three groups are untrained subjects at different educational 
levels, the last Is in the second or final year of training in a post-secondary 
institute. 
7.2.4.2 Observations, 
7.2.4.2.1 Reliability of the Test 
SCORING 
The average scores of each class, on the whole, conforms to one's 
expectation of the performances (standard and competence) of the various 
classes (see Tables 7 -1,7-2 and 7-3): 
(a) The university students consistently scored better than the poly- 
technic ones, and the polytechnic students better than the extramural students 
(mostly school-leavers who failed to gain entrance to post-secondary insti- 
tutions). For example, all the university and polytechnic freshmen classes 
scored between 14'. 3 and 14.7, while all the extramural classes scored 
between 10.7 and 11.0. 
(b) All the second and third year post-secondary classes scored 
an average between 15.4 and 18.2, while their freshmen counterparts 
scored between 14.3 and 14.7. 
(c) All the five classes taught performed considerably better 'after 
the course, gaining an average of 2.0 to 4.0 points. 
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(d) The scores are In direct proportion to the amount of TT to 
which the students had been exposed, not to the level of general education 
(which, in this case with Hong Kong students, has positive correlation to 
their linguistic competence). This Is demonstrated In the case of the 
Higher Diploma class (untrained students, mostly university graduates), 
which scored not much better than the university of polytechnic freshmen, 
and considerably worse than second and final year university students. 
COMMENTS. 
The fact that the results conform to the assumed standards of the 
various classes may be taken as an Indication of the reliability of this 
test as a proficiency test In general translating (in view of the absence 
of other means of verification, see 7.2.2.1). While It Is not within the 
scope of the present study to probe Into the theory and practice of trans- 
lation testing, the reliability of this test does help to strengthen the credi- 
bility of this experiment, the test being an Indispensable tool to measure 
its outcome. 
7.2.4.2.2 Effects of the Teachtng. tn the Courses 
SCORING 
(a) Breaking down the types of mistakes made In the pre-test 
and the post-test: 
(1) Each class Improved considerably In the area taught. For ex- 
ample, the Grammatical class gained 4.7 points In Grammatical 
Items, and the two Cultural classes gained 1.7 and 3.3 points In 
Cultural Items (but see (a(111)) below). The Improvements of all the 
classes except EI are significant, indicating that the teaching during 
the course had a positive effect on the subjects. 
(H) Judging by the scores, the students benefited most from Gram- 
matical Instruction, and least from Interpretive Instruction: the 
Grammatical class made an average of 4.7 fewer grammatical mis- 
takes after the course, but the two Interpretive classes made only 
1.0 and 1.5 fewer Interpretive mistakes. 
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(111) Irrespective of the models taught, all classes Improved In 
the Grammatical Items. (The improvement of class El Is InsIgnifl- 
cant, that of the others Is significant. ) Except for class PC, 
Grammatical Improvements were the greatest of the three aspects 
-- even for the classes which received no Grammatical training. 
(iv) All the classes showed significant Improvement In the Cultural 
and Interpretive Items only after being taught in these models: the 
Interpretive classes gained 0.3 and 0 points In Cultural Items after 
the course, while one of'the Cultural classes gained 0.3 points, 
the other lost 0.8 points In Interpretive Items (the loss Is statis- 
tically significant). Interestingly, the Grammatical class, though 
it'Improved remarkably Grammatically, performed worse In Cultural 
and Interpretive Items In the post-test, making an average of 1.1 
and 1.0 mistakes more respectively. 
(b) The higher the level of the class, the greater the overall Im- 
provement: the extramural classes gained 2.5,3.7 and 2.0 points, the 
polytechnic class 3.7 points, and the university class 4.0 points. 
(c) Scoires of the polytechnic and university freshmen classes 
after the course (17.8 and 18.6) are marginally higher than those of their 
seniors (average 16.7). 
(d) Judging from the scores, the overall Improvement was the 
greatest in the Cultural classes (3.7 and 4.0 points), followed by the 
Interpretive classes (2.0 and 3.7), and the smallest Improvement was In 
the Grammatical class (2.5). 
(e) About 40% of the extramural students dropped out before the 
final session. The class average scores In the pre-test Including them 
are 11.9 (EG), 11.0 (EC), and 10.7 (EI), and those excluding them are 
10.8,11.0, and'11.2 respectively. If "these differences have any'Im- 
portance at all, they show that It was the comparatively more proficient 
learners who dropped out of the Grammatical class, the less proficient 
ones who dropped out of the Interpretive class. 
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CommENTS (Please refer to each point under 'scoring' above. ) 
(a) Concerning the types of mistakes made: 
(1) The fact that every class improved considerably In the area 
taught is not surprising, rather explanation Is required when this 
did not happen. The fact that all the classes except EI Improved 
significantly after the course may indicate that the Interpretive course 
is too advanced for extramural students (school-leavLng level). 
(Ii) There are several reasons which might account for the 
greatest improvement In Grammatical items and the smallest In 
Interpretive ones, and each of these explanations may be equally 
valid: 
(1) Grammatical rules are 'generative' In the sense that 
once pointed out, mistakes of a similar nature can confidently 
be'avoided In future. 
(2. ) Beginners are more ready to take In Grammatical In- 
structions than Interpretive ones. The classes concerned were 
more tntereýsted In Grammatical instruction than Cultural and 
Interpretive training (see 7.1.3). 
(3) Improvement and attitude change are the least measureable 
In Interpretive competence In translating. Also, unlike Gram- 
matical mistakes, the Cultural 'mistakes' are usually no more 
than less desirable options In particular contexts (not a matter 
of correct vs. incorrect, but a more suitable vs. a less' suitable 
ch6ice), and are therefore less clear-cut than Grammatical Items 
(see also comments on (a (III)) In 7.2.4.2.3). 
(111) The fact that all the classes improved considerably in the 
Grammatical Items Irrespective of the model'tauýht (and In 
t 
all v cases 
but one, the Improvement was the greatest of the three aspects) Is 
somewhat puzzling. Why, for example, should the two Interpretive 
classes Improve Ift Grammatical Items more than in Interpretive 
ones after their purely Interpretive training? One explanation Is 
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that the students were being trained or training themselves In 
Grammatical matters outside the course between the pre-test and 
the post-test. Though It Is true that the PI class has been re- 
ceiving training In Ll and L2 concurrently, there was no evidence 
that the other three Cultural and Interpretive classes were reading 
Grammatical material or learning languages during this period. 
(b) The relative gain of the university, polytechnic, ' and extramural 
classes corresponds to their response In class (see 7.1.2), and not to 
the explicit feedback the students gave In their course assessment (see 
7.1.3). On the whole, the more the students enjoyed the sessions and 
responded to the Instruction given In class, the more they gained from 
them (though not necessarily In the particular aspect taught). 
(c) The fact that the scores of the freshmen classes after the course 
were slightly higher than their seniors (who received one or two more 
years of formal training) might be Inte rpreted in different ways. As no 
one would Imagine that those freshmen after the courses were more pro- 
ficient In general translating than their seniors, the most ready explana- 
tion would be that the test material overlapped somewhat with the teaching 
material In the courses, or that the freshmen's attention was drawn to 
some specific areas in translating that were tested. Both of these must 
have happened to some extent. Even so, this would Indicate no more 
than that the freshmen were better prepared to face problems reflected 
In this or similar tests. The reliability of this test as a proficient 
test for general translating would not be affected (given the findings dis- 
cussed In 7.2.4.2.1), nor would its usefulness in measuring the outcome 
of the present experiment. 
(d) Taken at face value, this would show that the Cultural Model 
is the most effective of the three TT models, and the Grammatical 
Model the least effective. Or this can be taken to show that the subjects 
were particularly weak In the Cultural aspect of translating at the outset, 
and were therefore most Improvable In this area. Again, this can be 
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used to argue that teaching along the Grammatical Model -alone Is futile, 
but teaching according to either of the two others alone can result In 
comparatively all-round Improvement. Such simplistic assertions would 
be ill-founded, as there are so many variables Involved, not the least 
the relative measurability of the Improvements In the three aspects of 
translating, the teaching material used In this experiment as well as the 
way it is presented, and the plausibility of the different types of mis- 
takes chosen In the test. 
(e) It would be of great Interest, to Investigate further Into whether 
it is the more proficient learners who are less Interested In Grammatical 
instruction. - . Should more evidence be available on this point, it would 
confirm former assertion that Grammatical TT is more suitable for begin- 
ners, and Interpretive TT Is more suitable for advanced learners. 
7.2.4.2.3 Effects of, Translation Training 
SCORING 
By comparing the performances of untrained subjects and students 
In the same training programmes one or two years In advance, It should 
be possible to show the effects of TT on the learners. The more reliable 
thts test Is, the more accurate the measurement would be. 
(a) Contrasting the performance of the first, second,. and third 
year students (see Table 7-3): 
(1) It Is revealing to find that the scoring patterns of the three 
first year classes In the post-secondary Institutions are very similar: 
XG xc )a FF 
Hong Kong Polytechnic Year 1 5.0 7.6 3.1 14. ý 
Chinese University Year 1 4.8 7.3 3.1 14.7 
Hong Kong University Year 1 5.4 7.0 3.1 14.4 
(The above is extracted from Table 7-3) 
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The performances of their seniors, however, are quite different. 
For example, the second and third year students at the Chinese 
University made considerably fewer Grammatical mistakes, but 
more Cultural and Interpretive mistakes than their Polytechnic 
counterparts. (Similarly, score patterns of the three extramural 
classes In the pre-test are Identical, but the students developed along 
different lines after the course, see points (a(ii)) and (a(ill))In 
7.2.4.2.2). 
(it) Comparing the scores of the students In the same Institution, 
It Is somewhat surprising to find that for both the Chinese Univer- 
s Ity and the Polytechnic, second year students scored considerably 
be tt I er than both the first and third year ones. The fact that the 
third year Chinese University students performed only marginally 
better (by a difference of 0.7 points) than the first year class Is 
unexpected, since only a selected minority were promoted to second 
and third years. 
(111) Chinese University and Polytechnic students Improved pro- 
gressively In the Grammatical aspect each year, btt not In other 
aspects. In fact, final year classes scored worse than the first 
year ones In the Cultural area. 
(b) Comparing the scores of the trained students and the three 
groups of untrained ones (see Table 7-4): 
(1) The most striking feature Is the relative scores of FF answers 
of the three novice groups, which are related to their levels of 
general education: the post-secondary novices did much better 
than the school-leaving ones (by a-difference of 3.2 points), while 
the higher diploma class, mostly university graduates, scored 
somewhat better than the post-secondary novices (by a difference 
of 1.5 points). The post-secondarý seniors scored the highest of, 
all. 
(11) It Is noticeable that the scoring differences outlined above lie 
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primarily -In Grammatical matters: the higher diploma class 
scored, 2.0 points higher than the post-secondary novices who, In 
turn, scored 3.0 points higher than the school-leavers. There are 
no notable differences In Cultural and Interpretive scores among 
the four groups. 
COMMENTS 
(a) Concerning the performances of the freshmen and their 
seniors: 
(1) The discovery of definite, patterns of performance among extra- 
mural and post-secondary novAces would be of Interest to the curric- 
ulum planner. A comparison of these two patterns should throw 
light on the, arrangement of teaching material for these levels. 
(ii) The lact that third year students performed worse than their 
second year counterparts Is disturbing. It casts doubts on either the 
reliability - of this test, or the effectiveness of the training the 
students, received.. It is certainly reasonable to question the former, 
despite the apparent reliability of the. test. In every other aspect. 
(III) This finding'(the progressive Improvement in the Grammatical 
aspectýonly) agreesýwith the pattern of the five classes after, the 
course (see points (a(11)) and (a(lit)) In 7.2.4.2.2). It confirms 
the-speculatton that either the Cultural and Interpretive aspects 
are less measurable (see point (d) In 7.2.2.2), or that this test 
falls to measure them, or that Improvement in these areas is not 
Immediately demonstrable, or that the learners did not Improve In 
these areas under current translation training. 
(b) The findings reflected In Table 7-4 should be theoretibally 
important, while at the same time useful for curriculum planning: 
(1) They show that general education level Is more Important than 
TT In determining the performance In translating (as reflected In 
this test, at least); i. e. the gap between trained and untrained sub- 
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jects at post-secondary level Is much smaller than that between 
untrained subjects at post-secondary and school-leaving levels. 
This can be taken to argue that to Improve proficiency In trans- 
lating, a raising of general education level seems to be more 
effective that the present translation training offered (at least with 
linguistically inadequate students like the extramural class). 
(it) Improvements (or measurable Improvements, perhaps demon- 
strated Improvements In this case) are only found In the Grammat- 
teal area. As noted earlier, general linguistic competence Is close- 
ly linked to the'level of general education In the case of HongKong 
students. The findings seem to Imply that the subject's score Is 
determined primarily by his linguistic competence which Is the result 
of his general education. The effect of the current translation train- 
Ing on the group of subjects tested Is thus comprratively insignificant. 
7.2.4.3 Summary of Findings 
(a) The test Is apparently reliable as a proficiency test, as the total 
average scores of each class conform to the expectations of these subjects 
at various levels and stages of trAining. It also served the purpose of 
revealing the subjects' ability to identify Grammatical, Cultural, and Inter- 
pretive problems In translating, as shown by the various scoring patterns 
of different classes. 
(b) For the five classes taught; 
each Improved considerably In the area taught; 
(11) there were, no Cultural and Interpretive Improvements unless 
they were specifically taught; 
(111) every class Improved In the Grammatical aspect Irrespective 
of the model taught. 
(c) The hIgher the level of the class, the greater the overall, Im- 
provement. 
---.  -. 
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(d) The overall Improvement was the greatest with Cultural 
classes, the smallest with Grammatical classes. 
(e) The Improvement of the extramural Interpretive class was 
the only Insignificant one. All the post-secondary classes, as well as 
the extramural classes taught with other models, Improved significantly. 
(f) Scores of the first year, classes after the course were slightly 
higher than Ithose, of their seniors,. 
(g) There seems to be an Indication that it, Is the more competent 
students who dropped out of the extramural Grammatical class, and the 
less competent ones who dropped out of the extramural Interpretive class. 
(h) Mistakes belonging to each aspect made by all the post- 
secondary freshmen conform to the same pattern, while those made by 
their senlors do not. 
(I) In the post-secondary classes, students Improved progressively 
in the Grammatical aspect each year, but not In the other two aspects. 
Overall, scores of polytechnic students were better than, the 
extramural ones, and those of the university students were better than 
the polytechnic ones. The main difference was In the Grammatical 
scores. 
(k) The gap between trained and untrained subjects at the post- 
secondary level Is much smaller than that between the latter and untrained 
subjects at school-leaving level. 
7.3 Remarks on the Experiment 
It Is with great hesitation that the term 'experiment' Is eipployed' 
In this thesis to refer to the activities described In Chapters 6 and-7. 
Other euphemistic and less presumptuous terms, such as 'teaching exer- 
cises', had been considered, but they are either vague or misleading. 
'Experiment', m. ny not be a highly accurate term to describe these acti- 
vities, because they are not 'scientific' In the sense Implied by this term 
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(for example, ý there wn s no control to contrast the ý effects of the ex- 
periment, It was Impossible to control many of the variables, It was 
not strictly repeatable, and the tools for measuring the outcome were 
primitive), and they were not conducted with definite objectives to prove 
or overturn specific hypotheses. Despite this, the activities can claim 
to be truly experimental In at least two ways: in a semantic sense, 
they were original devices venturing Into uncharted waters; In nature, 
they were no different from biology experiments where Identical plants 
were given diets with one vital element (such as potassium or calcium) 
left out and the results observed and reported. 
As explained earlier In this report, this experiment was plagued 
with--serious problems, theoretical as well as administrative. Some of 
these were insurmountable bý nature, others were the results of a lack 
of resources and previous research. They have been accounted for In the 
appropriate section (e. g. 6.1 and 7.2.2.2). If these were accepted, one 
would be surprised by the general smoothness of all the work, from the 
initlal,, contacts and arrangements with the various institutions concerned 
In March, 1981, to the subsequent planning and execution In that winter. 
This Is to a great extent the result of tremendous goodwill and enthu- 
slasm shown by everyone concerned. With all the limitations of an ex- 
periment of this nature In mind, one can conclude this report by claiming 
that this experiment has been meaningful zind should be useful In the fol- 
lowing respects: 
(a) The outcome of the courses and their Implications: a comparison 
of the scores of the pre-tests and the post-tests (7.2.4) reveals Insights 
which throw light on the characteristics of the three models of TT, while 
the students' less formal response (7.1) reflects their reaction, to them. 
Of particular interest to the translation educator would be the suitability 
of each model for learners of various levels, and the popularity of each 
among students. 
(b) The experiment provided an opportunity to set out many of the 
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TT teaching materials and to classify them formally, and this exercise 
helped one to reflect on some theoretical problems concerning the models. 
Apart from confirming inany speculations concerning the nature of the 
models (e. g. 
'the 
popularity of the Grammatical model with beginners, 
and the generative nature of the Grammatical TT material), the test 
results raise other theoretical problems that would serve as bases for 
further research (e. g., students taught In every model Improved con- 
siderably In the Grammatical aspect of translating, while no- class Im- 
proved notably In the other two aspects unless specifically taught). 
(c) 
, 
The experiment demonstrated the possibility of virtually 'pure' 
TT along the lines of each of the models. Though hardly recommendable 
In ordinary teaching si. tuations, such exercises help the curriculum plan- 
ner to arrange the sequence 'of concentration focused In various stages of 
training, and help the textbook compiler to divide up teaching material. 
(d) The apparent validity of the translation test points In a new 
direction for translation testing. In the lack of works In this area, future 
researchers can build on this pioneering attempt when devising proficiency 




8.1 Proposing the Tripartite Division 
With the establishment of new translation programmes and expansion 
of existing ones in various kinds of Institutions all over the world In 
response to the ever-increasing demand for translators in the modern 
world, and with the appearance of more and more theoretical discussions 
on TT in its process of professionalization, the question 'How to teach 
translation?, is becoming all the more complicated. The day when a 
translation educator can set up a programme based on his own intuition 
and T/I experience and proqeed by trial-and-error is over. After so 
many issues have been discussed in detail, It is often difficult even for 
translation educators themselves to find their way out -of the confusion 
of the arguments and to assess the problem holistically. 
In the foregoing chapters, efforts were made to introduce and 
clarify some important issues related to that question which, as pointed 
out repeatedly, cannot be answered out of the teaching context (see, e. g., 
5.3). The collection of TT literature (appendix 1) and their review 
(chapter 2) enables one to focus one's attention on the areas which frus- 
trate or divide translation educators, as well as to familiarize oneself 
with what is being done, and how. To Place the views of the leading 
translation educators (as represented in the TT literature) in a wider 
theoretical context, an analysis of the relation between language studies, 
translation studies, and TT was made, and stages of development of TT 
In modern times was delineated (chapter 3). As a result of this analysis, 
the Influence on TT by current language and translation theories' was 
highlighted. 
To facilitate a readily comprehensible panoramic view of, TT, a 
scheme of tripartite division of the domain of TT was proposed. Ac--ý, 
cording to the argument put forth, there are, In the training, of trans-, ,, 
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lators, three primary aspects to be concentrated upon, namely, the 
Grammatical, Cultural, and Interpretive -- as defined and illustrated 
in chapter 4 (in addition to a fourth, 'Professionalf, which Is on a dif- 
ferent theoretical plane, as proposed in 5.2.4). Though by no means 
the only or definitive approach to examine TT, this one proposed In the 
present thesis Is considered to be as good as any in helping the trans- 
lation teacher to analyze translating problems, and the curriculum plan- 
ner to design his programme. As a demonstration of this use, an 
idealized curriculum based on this scheme was drawn up, with a collection 
of pedagogic topics considered useful grouped under the three aspects 
(chapter 5), for the reference of curriculum planners and textbook writers. 
As part of this research project, a teaching experiment was designed 
and carried out in Hong Kong in 1981-82, In which three programmes, 
each based on one aspect of TT (proposed in 4.2) and its corresponding 
stage of training (proposed in 5.2) are used to train different groups of 
learners, and the result of such teaching measured, compared, and ana- 
lyzed (chapters 6 and 7). Among the conclusions of this experiment 
(see 7.2.4.3) is the confirmation that it Is possible to separate the three 
aspects in teaching and In testing and that their Identification Is valid as 
well as pedagogically useful, as the three programmes did affect the 
learners in markedly different ways. Also, as Is hoped, results of the 
experiment threw light on questions related to the division of the TT 
domains proposed (see 7.2.4.2 and 7.2.4.3). 
Despite the fact that the outcome of the teaching experiment con- 
forms to predictions, it would be erroneous to take it as a proof to any- 
thing. 
1 As pointed out in 6.1, TT research is in its infancy, and the 
tools employed to measure translating competence remain primitive, 
despite some recent studies (such as House 1977). The same must be 
true of all theorizing In TT at the present stage, when most of the terri- 
tories of the discipline remain uncharted. New findings in several 
adjacent disciplines will be of great help to translation pedagogy. For 
example, when translation testing studies devise more sophisticated means 
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to assess the learner's performance, the translation educator can rely 
less on subjective judgement and guesswork.. Further psycholinguistic 
research in the relation between T/I competence and bilingualism will 
enable the curriculum planner to reappraise the nature and form of 
language training required in TT. Longitudinal studies of individual 
translation learners can throw light on questions like what qualities to 
look for in screening candidates for T/I courses, and the effects of 
various types of training within a programme on the learner. Also, 
systematic examination of the relation between translation theories and 
TT, and the means by which the former can be applied to the latter, 
would undoubtedly enlighten the TT theorist in his overall understanding 
of the discipline. 
These will have to be the work of other studies in different direc- 
tions. For an Interdisciplinary and basically lappliedt subject like TT, 
progress can only be made with coordinated efforts from vario4s 
quarters. As an attempt to examine the 1core, of TT, the present study 
has offered an answer to the question tHow to teach translation,: 'Gener- 
ally speaking, there are three primary areas of training -- the Gram- 
matical, Cultural, and Interpretive, but their relative importance and 
emphasis, as well as the actual selection of and sequencing of teaching 
material, depend on the teaching context. 
The proposal of one means of examining TT (and, for that matter, 
language and translating) surely does not preclude the possibility and 
value of others. As pointed out in 4.3, it is certainly possible to divide 
and subdivide differently, and the very neatness of this tripartite division 
can be misleading. Yet, all in all, if it can challenge the translation 
educator to think about TT holistically, and confirm or modify his own 
convictions (whatever they may be), the labours of this exercise 7- the 
projection of one man's view on language, translation, and TT -- haye, 
not been in vain. 
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S. 2 Translation Teaching: Prolepsis to a New Scene 
An observer from outside who examines the state of TT would 
probably be struck by two of its features: firstly, its subordination to 
local situations, Le. how it Is done depends primarily on the local 
language scene, job market, tradition, as well as the students' charac- 
teristics, and secondly, the existence and mutual Ignorance of two groups 
of translation educators who dominate the scene -- the self-made veteran 
translators/interpreters who set up their course based on individual Intuition 
and experience, and the academics who, with their degrees in linguistics, 
literature, or whatever, and little experience in T/I, build their cur- 
riculum around linguistic or translation theories. 
Both of these factors ýtre perhaps the greatest obstacles to the 
establishment of the universal discipline of TT. It is a clIch6 to emphasize 
the importance of combining theory and practice, yet, as always, it is 
easier said than done. When local demands overrule everything, the con- 
struction of curriculum based on rationale and comprehensive theories is often 
a luxury. As long as TT Is in the hands of veteran translators/interpreters 
with the paradoxical attitude of 'I didn't have to go through all this -- I 
know exactly how best to train youl; or academics who. have little pro- 
fessional T/I experience but believe that academic training cannot be a 
waste of time, the professionalization and scientification of TT, as ad- 
vocated by distinguished educators like Wilss, Reiss, and Arjona, might 
not go very far. 
Nevertheless, it is gratifying to be able to conclude with a positive 
note. The tide Is visibly on the turn. As the demand for professional 
TT grows, as the proportion of formally trained translators and inter- 
preters (and therefore that of educators who are formally train6d veteran 
translators/interpreters) goes up, as the relevance and contribution of 
language studies to TT Increases, and as educators communicate academi- 
cally more often, TT is becoming an entity as it was never before. This 
is tangibly demonstrated by, for example, the publication of Delisle's 
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anthology (1981), the founding of the Translators and Interpreters 
Educational Society and the publication of Channels (1982), and the organi- 
zation of the AILA Colloquium on TT (1983), each a landmark in the 
discipline. In view of this, there is every reason to be optimistic. 
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1. As C. Schmitt points out: 'There has never been any attempt to 
channel these experiences and to unite the numerous approaches to a 
theory of translation scattered in the literature, still less to found an 
academic discipline upon them. ' (1982: 96) 
2. Despite the Important role played by translators and Interpreters 
In the modern world, there has been, until recent years, an astonishing 
lack of T/I education in most countries: 'There Is no formal training 
for translators in this country [Britain] and no set syllabus of what trans- 
lators should know, (Cook-Radmore 1964: 34); 'Although language teachers 
and foreign language departments at universities and colleges have tradi- 
tionally used translations as a teaching technique they have not shown any 
marked proclivity to help students become professional translators. So 
far, the training of translatbrs has been left to the few schools, most of 
them outside the US, which specialize in translation and interpretation, 
or, more often, it has been left to personal interest, ingenuity, experi- 
ence, and chance., (Tinsley/Horn 1971: 10) 
3- But some of these areas are covered by the review of TT literature 
In Chapter 2, as explained in the third paragraph, In that chapter. 
4. E. Arjona (1980) identifies twenty-four recurrent issues in TT 
literature, including nearly all of the ones listed here, as well as 
others such as 'What relationship, if any, should market needs, school 
curricula, and the testing systems haveV, 'How long should a program 
of study take? ', and 'What constitutes successful completion of such a- 
program ? 1. 
5. It Is not uncommon, though, that the translation educator's con- 
viction Is contradicted by local conditions. See 5.3. 
6. Inevitably, * several other points listed In 1.2 are also involved 
in any discussion on teaching contents, especially points (1), 0), (k), and (o). 
Decisions concerning these issues must affect the final shape of the curri- 
culum. So, although discussions in this thesis leave these issues aside 
(in the belief that local needs and situation should be paramount in settling 
arguments concerning them), this does not mean that no stand Is taken, 
as that Is Impossible in the design of the idealized curriculum in Chap- 
ter 5. For example, some of the topics suggested there presuppose an 
academic background on the part of the teachers, and, by its very nature, 
the Interlingual Stage (5.2.1) based on the Grammatical Model entails 
some form of Ll and L2 training within TT. 
7. The term TRANSLATION is also associated with othei forms of 
activities in communication, such as fintralingual translation, and Inter- 
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semiotic translation?, see, for example, Catford. 1965. The present . 
study Is only concerned with interlingual. translation, sometimes referred 
to as ttranslation proper, (Steiner 1975: 260). 
Chapter 2 
1. Due to my inability to read the languages In order to gain access 
to local sources, there are undoubtedly works of a similar nature in 
Japanese, Spanish, Italian, Slavic languages, etc. , which have been left 
out. The international bibliographies do not cover them adequately. For 
the same reason, writings in German and Russian have not been fairly 
represented. 
2. Some works on the education of interpreters for the deaf (e. g. 
Caccamise 1983) contain insight relevant to T/I training, and are there- 
fore Included. 
3. A delineation of the scope of TT literature can be found under the 
entry 'Translation teaching literature? in 1.4. 
4. These are but thý mor*e commonly discussed ones so far. For 
more comprehensive lists of Issues In TT, see 1.3 and Arjona 1980. 
5. 'Until quite recently, no vocational training for translators existed 
in most countries, and some still do not provide It. As a result, many' 
translators have come into the profession by chance... I (Napthine 1983: 
21), see also note 2, Chapter 1, and note 6 below. 
6. In 1974, it was reported that 199% of US translators have not been' 
through a formal course of training. Many of these are nevertheless 
making successful careers for themselves. In view of this, ATA rather 
paradoxically stated that training is not absolutely necessary'. (CaI116 
1974- 137) 
, 
Speaking In 1980, Toury stated that Imost of the translators 
who have been working "in reality" have never gone through a systematic 
course of training, (International Colloquium, on Applied Translation 
Studies, Aarhus). 
7. Anyone familiar with the T/I circle must have come across members 
of this silent camp. Even prolific writers on T/I often doubt the value 
of formal training -- the more recent ones I came across include a 
master of no less distinction and authority than G. Steiner, who emphati- 
cally dentes. the value of TT (private communication, 1982). According 
to him, translators are never trained in the classroom, and no amount 
of instruction can do budding translators any good. % 
8. , There Is also an historical factor here. As Horguelin puts it: 
III ya aussi un facteur historique. Jusqulau XXe sibcle, qui disait 
"traductionff pensait 11traduction littdraireff, dlotL la conception de la 
traduction comme un art. Depuis F6dorov, Mounin, Vinay et Darbelnet, 
la traduction revendique le titre de science ou, soyons modestes, de, 
discipline. Et ses techniques peuvent slenseigner. 1 (1975: 44) 
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9. To support his argument, Pilley, founder of the oldest conference 
interpreters, training centre In Europe (see Coveney 1982: 43), mentioned 
the figures quoted to him 'some time ago' by the Director of the Geneva 
School of Interpreters: 'The proportion of students successfully taking 
the Diploma of Interprbte Parlementaire as compared with the total number 
of students at Geneva averaged 0.6 per cent. What about the other 
99.4 per cent?, (1962: 70). There is a lack of large-scale survey on 
the qualification of practising translators and Interpreters in various 
parts of the world in recent years, but few would deny that a fair pro- 
portion of them are formally trained in T/1, and the proportion has been 
Increasing since the sixties. 
10. Citroen, however, argues that the admission of the indispensability 
of inborn talents should not rule out the necessity of training (1966b: 187). 
11. In another paper entitled fTranslators Are Born Not Madet, Nida 
repeats this conviction: 'When I have had the opportunity to discuss fully 
with experienced translators and teachers of translation what the key 
element In translation success is likely to be, it has seemed that ultimately 
the most important factor is, creative imagination. Some people have 
this capacity, and others simply do not have it' (1981: 402) . 
12. During the FIT World Congress at Montreal in 1977, President 
J-P. Coty declared that 'In spite of doubters past and present, translation 
is, henceforth, a profession, (quoted in Hoeksema 1978: 6). 
13. It would be useful to distinguish two types of educators within 
this 'pro-academict camp. As shown In the quotations cited, Longley and 
Coveney represent those who regard TT a -purely 'professional' training, 
preparing would-be translators and Interpreters the techniques required 
for work as professional linguists. As shown In 2.2.1.3, these educators 
are also anti-theorists. Opposed to them are the 'truly, academic- 
oriented educators such as Tinsley and Jordon, who see TT as part of 
a broadly based general education, and argue that 'translation requires 
a, great deal more than simply "a skill", (ATA 1975- 1). While the former 
generally prefer postgraduate TT, the latter argues for training at under- 
graduate level. 
14. These necessary qualities discussed in the foregoing paragraphs 
are summed up In an earlier paper by L. Galantibre (1951: 444-45). 
15. In the same article, Keiser provides a list of qualities that are 
considered important fo. r interpreting success. 
16. As reported in Caill. 6, it is the typical French view that Ithe study 
of the art of translation requires in the student an already high level of 
culture, extensive linguistic knowledge and a good general background, 
(1974: 138). 
17. Horn proposed a similar set of targets: 
-- a firm knowledge of his native language and of the history and culture of 
his own country; 
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a thorough acquaintance with the history and culture of the countries 
in which the foreign languages of his choice are spoken; 
a native-like understanding of these foreign languages; 
an introduction to physical sciences, technology, law, biology, chem- 
istry, medicine, economics, etc.; and 
training in translation in all these fields, including also commercial 
texts. (Tinsley/Horn 1971: 13) 
18. Other targets are also proposed: 
Training In style Is regarded by some writers as a paramount aim 
In TT. E. R. Wendland describes In detail a programme which teaches 
translators style (1982: 115-27). Earlier, A. R. Pester emphasized that 
'the main purpose In general translation practice is to make the student 
familiar with a wide range of modern styles, (1968: 37), although from 
the context it Is clear that by tstyle, he means text types rather than 
tstylistics, proposed by others like Wendland. 
The understanding of the situation encountered In the SLT and the 
language appropriate to describe the situation Is considered by R. H. Bathgate 
as one of the essential qualities of a translator. One of the primary aims 
of TT should therefore be 'to introduce the students to as wide a range of 
situations as possible together with the appropriate language (1982: 17). 
He gives an account of how this can be done (see 2.2.2.1). 
According to Jordon, the function of a translation programme is to 
train the necessary qualities required of a competent translator by helping 
him to learn to read and write: 11 make no excuse for this awful truism 
because there seems, to be little appreciation of just how difficult It is to 
read, i. e. comprehend, and write, i. e. produce coherent discourse., 
(1979: 2) Nida also points out that In TT, 'perhaps the most Important 
task is the Inculcation of a deep appreciation for onefs own languaget 
(1979: 215). 
19. See also 2.1.2 and 2.2.1.1. Foreign language learning is, until 
recently, comparatively neglected in the USA. 
20. -Harris's use of the terms Itext, and 'utterance, seems to differ 
somewhat from their current designations In text linguistics circles. 
21. This view is supported by many translation educators, e. g. 'Broadly 
speaking, It is easier for a competent linguist to learn enough about the 
many types 
, 
of electromagnetic phenomena and prepare himself to become 
pig -in-the -middle between foreign and British specialists than It is for a 
scientist or accountant to learn enough of the foreign language to be equal- 
to his foreign opposite numberst (Sewell 1983: 238). % 
22. There is a similar dispute concerning the training of literary trans- 
lators. It is apparently more difficult to argue for recruiting specialists 
(writers, journalists, teachers of literature, etc. ) to be trained formally, 
see Cailld 1974: 137. 
23. Language training offered In TT has its own specific aims, and should 
be different from SLT in general. This distinction is made by Wilss (1976: 
117-18) and Arjona (1980: 26). 
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24. Writing on the preparation of handbooks for translators, H. Lindquist 
argues that the first and second things every translator should know are 
tgeneral principles of translation theory, described In terms of linguistics, 
comparative literature, semiotics and other relevant auxiliary disciplines', 
and 'basic linguistics, including semanticst (1983). 
25.1 A remark by R. Blgwood, quoted in Readett 1958: 140. 
26. For example: 
'The general approach used In the preparation of the program curriculum 
was pragmatic and was determined by locally perceived need rather than 
by a particular set of theories of language or jurisprudence. ' (Repa 1981: 
394, on a programme in British Columbia) 
, Our methods are pragmatic, practical and Insofar as they can be adapted 
to any real individual needs that may be revealed during the course, they 
are empiric t. (Longley 1978- 48, on a programme In London) 
'By its very nature the literary translation class is based on practical 
work,, (Ozerov 1979: 11, on a programme in Russia) 
'Training methods should In the first place be practical and aim at teaching 
the art rather than the. science of translation. Students... should be given 
the instruction and training that will allow them to practis their craft 
properly, rather than that required for the theoretical and scientific study 
of language., (Hendrickx 1975: 102, reporting on the views of several 
translation educators) 
I 'Pour llessential, la traduction dtant un art, lienseignement repose sur le 
sdrie dfexercices practique (Gravier 1978: 203, on a programme 
In Paris) - 
I tAn important part of the training programme Is therefore of an eminently 
practical nature. ' (Keiser 1969: 2, on a programme In Washington, D. C. ) 
(Underlines added. ) 
27. 'Schools of translators, generally, try to Impart' some knowledge, of 
as many subjects as possible to their students, with a bias towards civics 
and the humanities ... At present most schools cannot train specialized 
translators, but even If they were able to they would not do so, as they 
are quite unable to make a choice of a subject to study because'there is 
no way to know where their students will eventually be employed., (Citroen 
1966a: 143) 
28. In his paper on interpreter training, Keiser (1978: 21-22) explains 
how subject training can be adequately and effectively incorporated in every- 
day exercises, thus solving most of the problems discussed In this section. 
29. 
- 
Wilss pointed out that It has been difficult to establish sen'Sible 
guiding principles for formal cultural training. The four principles estab- 
lished In his Institut are thought-provoking for the curriculum planner: 
1. Area studies must be an Institutionalized part of the overall programme; 
2. An encyclopedic approach to area studies Is senseless; 
3. Area studies must be limited to selected fields, specialisation is in- 
evitable; 
4. Area studies must have linguistic relevance. (1969: 3) 
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Chapter 3 
1. 'All that has been written on the subject of translation yields very 
little when finally sifted for substance, because It has always been written 
as if spoken in the workshop, quite casually. The personal notes and 
usual quotes, the bits of wisdom and pieces of advice, may well provide 
some help, though certainly not the coherent and consistent theory re- 
quired for translation, (Graham 1977: 15). This view is, nevertheless, 
disputable. There is an influential group of translation theorists, perhaps 
best represented by Nida and Wilss, who argue strongly that there can 
and should be a science of translation, and develop systematic and explicit 
theories along this line. While many deny the possibility of a (speciff 
theory of translation, most of the scholars concerned with translation 
studies today would accept that there are now translation theories. 
2. Steiner, for example, questions whether translation studies Is a 
subject after all (1975: 272-73). 
3. A definition for 'translation studieslcan be found in 1.4. 
4. Nida also said, 'Because translation is an activity involving language, 
there Is a sense In which any and all theories of translation are linguistic' 
(1976: 66-67). 
5. For some, a theory of., translation Is a theory of language, for others, 
the theory of language is the whole of which the theory of translation Is a 
part (Steiner 197 5: 279). Halliday regards translation as a case of con- 
trastive linguistics: 'Comparative descriptive linguistics Includes the theory 
of translation, (Halliday et al 1965: 112), and Nida states that 'the sci- 
entific study of translating can and should be regarded as a branch, of 
comparative linguistics, (1969: 495). 
6. He explains: fLinguistics Is searching for the underlying structures 
of language, attempting to account for the ways in which the irrational and 
voiceless pulsations of the human mind become Intelligible and communi- 
cable patterns. Translation, in its quest for analogies between languages, 
shares in the same venture; but it must also negotiate between languages 
whose utterances may be subtly or grossly incompatible, (Ebel 1968: 50). 
7. By flinguisticst I follow the now conventional and comparatively 
narrow usage of that term, excluding pre-structuralist 'linguistics, (re- 
ferred to as 'philology, here, see 3.2.1), general semantics, tagmemics, 
and linguistic philosophy, as well as other adjacent disciplines (cf. Beau- 
grande 1978: 7, fn. 2). ' Yet, as demonstrated in 3.2, transIntion theory 
draws on the findings of a wide variety of disciplines, Including those peri- 
pheral to linguistics named above. The term 'language theories, is used 
In this chapter to refer to both flinguistic, theories and the disciplines 
named above, while flanguage studiest includes. philology, which is supposedly 
'pre-scientific', and linguistics and text linguistics, which claim to be 
scientific. 
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8. Despite the close link between language theory and translation 
theory, and this claim that the benefits are mutual, it is noteworthy 
that original linguists rarely care to contemplate translating: 'The two 
until recently dominating linguistic theories, structuralism and Its various 
ramifications, and GTG, have shown demonstrably little interest in ques- 
tions of the science of translationt (Wilss 1982: 67). 
9. For some theorists, translation is the application of comparative 
stylistics, see, e. g. Vinay 1975: 18. 
10. -A linguistic theory of translation 'is necessarily defeatist, because 
Its first postulate must be that translation is impossible, (Ivir 1975: 207). 
11. Beaugrande maintains that In general the discipline of linguistics 
was for a long time rather a hindrance than a help in the development of 
a theory of translating (1978: 7ff). Some theorists, however, believe that 
linguistics should be of help to translation studies, but Is not developed 
enough to make a contribution that practising translators might recognize 
as useful, see, e. g. , Ivir 1972: 615, and 1975: 210-11. 
12. A linguistic theory of translation 'can take into account only one of 
the three social aspects of the translation process ( ... ), while the other two cannot be caught in Its methodological net, (Ivir 1975: 207). 
13. An Inspiring, but very different, view of the relation between 
language studies, translation studies, and TT can be found in Vinay 1975: 
18). 
14. Throughout this thesis, ITTr refers to both the theory and the prac- 
tice of translation education. Chronologically, it Is not practical to decide 
which comes first, as some literature describes what ought to be done 
and how It can be done, while others report on what has been or is being 
done. 
15. T. H. Warren', e. g., argues In 1895 that 'The translation which 
requires discussion is something more than these processes [i. e. 'trans- 
lating onels own thoughts from one language to another']. It may perhaps 
be called literary translation, and by translation what is ordinarily mean 
is literary translation f (1895: 335, emphasis added). E. Cary pointed 
out in as late as 1962: fIn our time, when one speaks simply of trans- 
lation, most often it is literary translation which one has in mindl (1962: 
109). 
16. St Jerome and Schletermacher also looked at translation in text- 
based terms, see 3.2.4.2 below. 
17. For a general survey of early felassicall translation theories, see 
Amos 1920. 
18. Labels such as 'traditional grammar', Istructuralist linguistics,, 
'descriptive linguistics,, and 'formal linguistics, are used more precisely 
by some authors than others. Bolinger, for example, distinguishes five 
linguistic stages: traditional grammar, historical linguistics, descriptive 
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linguistics, structural linguistics and formal linguistics, in chronological 
order (1968: 185). For the present purpose, a different and simpler 
delineation of the stages is followed. 
19. 'The increasing influence of linguistics on, translation principles 
and procedures is also clearly seen In the types of articles appearing 
in Meta and the increase of linguistically oriented articles in ]Babel, ' 
(Nida 1976: 69-70). 
20. Commenting on the draft of a paper of mine based on this chapter 
and the next, Dr Toury expressed, disagreement on this point. According 
to him, all the stages 2 to 4 are also Itraditionall, 'because all of them 
have the prescriptive element in them; that is, because they are more 
Interested In what translation "should be" and do than In what it actually 
has been and ist (personal communication 1983). See also note 28. 
21. The influenc 
,e 
of Vinay and, Darbelnet is reflected by the appearance 
In Meta in the early sixties of a number of articles which follow the same 
approach. 
22. The outlook of Vinay and Darbelnet, primarily formal linguistic, 
is also at times traditional grammatical (when they propose techniques 
of translation such as transliteration, loan translation, transposition and 
adaptation In prescriptive terms), and at times ethno-semantic (when they 
compare the cultural patterns of language use reflected in SLT, and TLT). 
Though some of the discussions take context into account (see 3.2.4.2 
and 4.2.3.2), the method is basically an attempt to capture the different 
spirit of the two languages, but not of two texts. ý To achieve this end, 
cultural elements are Involved in its analysis. 
23. Catfordts approach to translating is also typical of the formal 
linguisticians in that he classifies types of translation based on observa- 
tions of particular instances of translation. These classifications are 
'deductive rather than Inductive -- and so unavoidably, but erroneously, 
suggest that the problems of translation are finite and predictable, (Ebel 
1968: 54, note 33). Though primarily linguistic and related to surface 
structure equivalence, Catford's theory nevertheless moves in the direction 
of the context of communication in its emphasis on differences of dialects 
and registers (Nida 1976: 76). 1 
24. , Some text linguisticians also hold a predominately flinguistict 
view of translating. Wilss, e. g. , emphasizes that the starting point of 
translating studies (the 'science of translationt as he calls it) fis that 
translation is an interlingual transfer process that can be broken down 
into a finite -number of 
basic components, (1976: 119). 
25. The subsequent failure Of MT along formal linguistic lines gave; 
rise to a new generation of MT in the seventies based on a context-' 
sensitive theory of language. The success of these fresh attempts remains 
to be seen. 
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26. 'Translation as a product Is a textual phenomenon. A trans- 
lator's input and output are texts that for our purpose could be defined 
as cohesive stretches of language that are to be and have been trans- 
lated Therefore research in the field of textlinguistics... deserves 
our close attention as to possible implications for the theory and practice 
of translation (. .. ). I (BUhler 1979: 452) 
27. For a more detailed account on the contribution of text typology 
on translation studies, see BUhler 1979: 453-55. 
28. Dr Toury, after reading a draft of a paper based on this chapter 
and the next, made the following protest and proposal: 'I think it is wrong 
to include my own work in stage IV [i. e. the Text Linguistic Stage]. 
I did rely on a certain brand of textlinguisties, of course, but in a methodo- 
logical rather than theoretical way. I would modestly propose to start 
a fifth stage, a semlotic one.... Names pertaining to this emerging 
paradigm are: ftamar Even-Zohar (cf. his 'The Position of Translated 
Literature Within the Literary Polysysternt (ref. in my 1980 book)), Josd 
Lambert, Zohar Shavit, Shelly Tahalorn (cf. their papers In Poetics 
Tod 2, No. 4 (1981)), and- -- in part -- Andr6 Lefevere, (personal 
communication 1983, original emphases). He emphasized that this fifth 
stage differs from all the previous ones in that the theoretical approach 
is truly descriptive. 
29. He does define the limits of context in a later work (1981: 134). 
30.1 In 
, 
view of the textlinguistic orientation of the science of translation, 
this TT approach Is no doubt particularly promising, (Wilss 1982: 180). 
This conviction is shared by a fair number of translation educators who 
correspond with the author. Dr W. Zydatiss, e. g. , after discussing his 
approach to TT In a recent letter, said, fI am sure these textlinguistic 
investigations will yield some Important resultst (personal communication 
1984). 
Chapter 4 
1. Other activities outside these three aspects are also common and 
sometimes Indispensable, such as exercises in vetting, instructions on 
formats of publication, discussions on professional ethics, training in 
research, and so on. But they rarely form the backbone of any trans- 
lation course (as the other three do), and must therefore be regarded as 
marginal. Translation educators would be unwise to overlook this fourth, 
tProfessional Aspect', though it Is theoretically on a different plane from the 
other three. This aspect is represented in 5.2.4. 
2. It is possible to conceive, however, fairly 'pure, translation pro- 
grammes under specific circumstances. For example, a postgraduate 
technical translating course for young scientists might be exclusively 
Grammatical , and a refresher course for literary translators might be 
almost exclusively Interpretive. Besides, TT based almost entirely on 
Grammatical Instructions was hardly uncommon before the Insights of 
modern linguistics and related disciplines found their way into TT. 
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3. These labels are not ideal. They do not necessarily correspond 
to the fcommon usage, of the terms 'grammar', Iculturel, and linterpre- 
tationt which, for various reasons, are used in different ways by dif- 
ferent speakers, laymen and specialists alike. It is impossible to find 
a set of terms which embodies all and only the ideas belonging to each 
of the three models, while at the same time providing the appropriate 
associations. The precise designation of these labels, capitalized 
throughout this thesis, is outlined in the respective sections In this 
chapter. 
4. For a definition of 'co-text, and fcontext', see 4.2.3.1. 
5. Sun and Fungfs book differs from typical traditional grammatical 
works (such as Loh's) in Its inclusion, at the end, of stylistic and cultural 
elements under the heading of 'Meaning, tone and such matterst In 
Chapter 13. These Instructions are based on post-structural linguistics, 
but are presented In an under-treated form (rand such matters'). 
6. Such attitudes of reducing translating to language operation are 
reinforced by the formerly ýouting practice of Itranslation, In FLT, with 
which traditional grammatical TT is closely associated. 
7. The Saussurian distinction between langue and parole (1916) can 
be regarded as the first proper recognition of language as a social 
phenomenon by linguisticians, but it took decades for grammatical TT 
theorists to take contextual meaning seriously; see 4.2.3 and 4.2.4. 
8. 'Language cannot be discussed as though verbal communication 
occurs in a cultural vacuum, (Nida 1976: 75). 
9. It is arguable whether there are true bilinguals who are not at the 
same time bi-cultural (see, e. g. , Ivir, 1972: 619). There are, though, 
individuals who are perfectly fluent In language S but do not know much 
about culture S, and therefore can neither translate into or out of 
language S adequately. Whether such individuals can be called true bi- 
linguals is probably a matter of definition, In view of the complicated 
relation between language and culture discussed earlier. 
10. Though it is sometimes by no means easy to do so, I believe that, 
at least for pedagogic purposes, it Is useful to distinguish between Cul- 
tural (i. e. Inte r- community) and Interpretive ('communicative', or intra- 
community) issues In translating. Both types of problems are often 
grouped under the same heading In theoretical discussions. Some theorists 
refer to them as the 'pragmatics, of translation (e. g. Chao 1964, 
Neubert 1968), others call them the Isociolinguistic, aspect of ttanslation 
(e. g. Nida 1976,1977a). 
11. A detailed analysis of the Cultural problems in translating Hamlet 
can be found in Chau 1981, Chapter 3. 
12. Bible translators, out of their evangelic Interests, cannot but be 
runiversalistsf, and are therefore inclined to D-E than E-S translating. 
Yet their discussions on translating often provide excellent material for E-S TT. 
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13. Earlier, Whorf stated, I... every language is a vast pattern-system, 
different from others, in which are culturally ordained the forms and 
categories by which the personality not only communicates, but analyzes 
nature, notices or neglects types of relationship, channels his reasoning, 
and builds the house of his consciousness, (quoted in Chase 1954: 77). 
14. Nida also listed some significant built-in limitations of componential 
analysis (1964: 87). 
15. The abandonment of the notion of replacement also avoided the 
theoretical impasse of intranslatability which is inevitable In the tradi- 
tional philosophy, see Ivir 1972: 616-17, and note 39 of this chapter. 
16. - This conviction can be traced back to Humboldt, who declared in 
1816 'that 'everything... can be expressed in every language' (quoted In 
Lefevere 1977: 41). More recently, It Is supported by Fedorov and 
the Leipzig School (see Newmark 1981: 9). 
17. Nida formally proposed this method in 1964: 166ff, but he published 
the Idea earlier in 1959. This idea is hardly a new invention. Though 
rarely as sharply defined as* Nida's proposal (stated in 1964: 166), many 
philological translation theorists suggested similar principles of trans- 
lating, e. g. Beerbohm 1903: 76. 
18. See, 'e. g. , Nida 1964: 223-25. Nevertheless, lexical, syntactic 
and phonological adjustments in the TL are often made to achieve specific 
cultural responses, see Crystal 1976: 326. 
19. 
* 
New York, 1969. 'He [Jordan] has transposed the life of Jesus into 
the context of the southern United States, so that the Roman Emperor 
Augustus becomes President Augustus, and his capital is Washington in- 
stead of Rome.... The baby Jesus Is brought to the bishop In Atlantas-, --- 
to be dedicated, and the offering brought by his parents consists of "a 
couple of ducks and two fryers" Instead of the biblical pair of pigeons 
and two turtle doves., (Nida 1977b: 502) 
20. 'Form-based equivalence also rests on the principle of simple 
synonymy. The notion that words are mere labels of real thing goes 
back as far as Plato and the Book of Genesis... and even carries over 
somewhat into de Saussurefs concept of the sign. In such a view, 
translating consists of exchanging labels, consulting if need be a dictionary 
or an informant. More recently, however, it has been questioned by 
linguists... whether true-synonymy -- the property of words to be mutually 
Interchangeable in all contexts -- Is even a possible attribute of most 
language items. Whether or not the speakers of two different language .s 
share a common cultural and social environment, there are usually 
notable divergencies In the model of reality accepted among groups of 
speakers and in the way this model of reality is segmented into language 
.... In the absence of synonymy, simple Interchanging fails to produce 
acceptable texts. Once again, the act of translating is forced back to 
the level of context., (Beaugrande 1978: 96-97) 
247 
21. Quoted in Fueter (1972: 344). This view is, of course, often 
taken by Hermeneutic philosophers and other literary critics past and 
present- (see 4.2.3.2). But the interest In Interpreting as a crucial 
element In communicating taken by linguisticians, semloticians, and trans- 
lation theorists began not too long ago. 
22. After the completion of the final draft of this thesis, the author 
came across the following paragraph: 'In addition to the requirements 
concerning the translatoits knowledge of the two languages and two cul- 
tures, there Is one more procedural requirement that he should meet: 
he should try to establish the state of social interaction in which the 
original message was expressed and then, adjusting his own expression of the 
message in translation to the characteristics of the social interaction in 
which he is involved with his audience, he should try to replicate with his 
audience the process of communication that the original author had gone 
through with his audience., (Ivir 1975: 208) This came 
* 
as a pleasant 
surprise, as Ivirts requirements of the translator are almost Identical to 
the basis of the three aspects of training advocated In this thesis (though 
the third 'communicativet aspect of translating seems to be more restricted 
than the Interpretive aspect proposed here). All along, the author con- 
siders this tripartite view of translating and TT his own original conception. 
23. Following recent linguistic usage, 'co-text, here refers to the com- 
bination of Items within a text, while 'context, includes the co-text plus 
extralinguistic factors relevant to the use of the text by writer and reader, 
see Beaugrande 1978: 19. 
24. The failure of translation theories in modern times is probably 
nowhere more obvious: despite Firth (see 3.2.4.2) and other pragmatic 
linguists, a generation of translation theorists followed formal linguisticians 
to a dead end in their pursuit to explain the process of translation (see 
3.2.2). It was not until after the admittance of failure on the part of the 
linguisticians (e. g. 'Linguistic form is to some extent a function of social 
context... and the ability to communicate effectively involves more than 
what is implied in Chomsky's rather narrowly defined view of linguistic 
competencef (Oksaar 1972, quoted in, and translated by Wilss 1976: 123)), 
that translation theorists suddenly woke up to, or gathered up courage to 
focus on this Isimple truth'. Such impotence and irrelevance on the part 
of translation theories at that particular stage of development did not help 
to restore the faith of practising translators in translation theories and 
linguistic theories. 
25. Despite such recent attention attracted to text analysis, a lot remains 
to be done. It must be remembered that a translator is a receptor sul 
generis His interpretation of the SLT required for the task of trans- 
lating cannot but differ in some respects from that of a normal' reader. 
So there Is a need for a new line of Interdisciplinary Investigation called tibersetzerisches Verstehen (translatory comprehension), see BUhler 1979: 
455-56. 
248 
26. According to Lefevere, substance, intertextuality, textuality, and 
contextuality are the four main components of literature (1970: 76-76). 
27. The term tontologicalt is used in the present discussion In the 
Heideggerian sense of 'an analysis of existence', or 'the discovery of 
the finitude of man's existencet. 
28. For a detailed etymological analysis, see Palmer 1969: 12ff. 
29. Palmer calls the six fields biblical, philological, scientific, g2ites- 
wissenschaftliche existential, and cultural respectively. He associates 
the Iscientifict with F. Schlelermacher, gelteswissenschaftliche with 
W. Dilthey, 'existential' with Heidegger and Gadamer, and 'culturaV with 
P. Ricoeur. See Palmer 1969: 33 and footnote. Lefevere distinguishes 
between traditional, dialectic , and ontological hermeneutics (1978: 16-17). 
The present discussion concentrates on the last kind. 
30. Even so, Gadamer Is about the only hermeneutic philosopher who 
discusses translating in any detail. But like many other hermeneutic 
philosophers, he is doubtful of the direct applicability of Hermeneutics 
to any discipline, including t*ranslatology (1975: 235). However, as 
Ellingworth shows, translators can learn a great deal from Hermeneutic 
insights (1977: 340-42). 
31. 'Philosophical Hermeneuticst is the title of a collection of essays 
by Gadamer, and the label preferred by him (Gadamer 1976, tEditorts 
Introduction', p. xi). 'Existential hermeneutics, is the label used by many 
Heideggererian scholars. R Is especially common in the English-speaking 
world, but Is not accepted universally. 
32. Hereafter, the term Hermeneutics (with a capital H) is used In 
the sense defined in this and the following paragraphs. Its scope is 
larger than the Gadamerian 'philosophical hermeneuticst, but much 
narrower than Its Greek root herm7eneia. 
33. The term 'scientific' Is used In this section according to the desig- 
nation of Hermeneutic philosophy, particularly that of Gadamerts, as 
explained In the following paragraphs. 
34. The position of Heidegger and Gadamer outlined here represents 
that of the 'Phenomenological Movement, which opposes the pervasive 
objectivism that had dominated European thought since Galileo and 
Descartes (Gadamer 1976, 'Editorls Introductiont, p. xlii). 
35. The terms 'interpret?, 'understand, , 'know,. explain', etc., are 
not always used consistently and with the same degree of precision by 
various writers. Ricoeur defines Hermeneutics as the theory of the 
operation of understanding In its r'elations to the interpretation of texts. 
Following Dilthey, he calls 'explanation, that model of Intelligibility 
borrowed from the natural sciences and extended to the historical sci- 
ences by the positivistic schools, and regards interpretation, as a de- 
rived form of 'understanding, which is supposedly the basic approach of 
the human sciences (Ricoeur 1971: 135). 
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36. A language. is not a passive representation of reality, it does not 
restrict Itself to being a mirror. (Steiner 1966: 48) 
37. fAgain and again, the- drive towards objective contemplation, 
logical analysis, scientific classification, which cuts us off from being, 
presses on the Western intellect.... This conceptualization impetus 
edges them away from the genuinely ontological to the merely theoretical, 
from immersion in being to a technical diagnosis of the concept of ex- 
Istence. Thus in all metaphysics as we have known It since Parmenides 
... "to think" Is, In essence, "to see". "to observe". As a result, Sein 
Is something "made present to the eye" (Vor-Augen-Sein . As such, it 
has remained "unthought", Ungedacht and has not been made articulate 
in language. This Is why Heidegger must begin all over again., (Steiner 
1978: 78; cf. Ellingworth 1977: 338) 
38. It Is tempting but undoubtedly erroneous to conclude from this that 
Hermeneutics is anti- scle ntific. . The Hermeneutic critic would regard 
science as a tool, indeed a powerful one, to understanding, in some, if 
not all cases, but far from being the only valid or useful one. For the 
distinction and complementarity of the two approaches, see Kelly 1979: 7. 
39. This fact is also recognized by non-Hermeneutic translation 
theorists. Ivir, for example, pointed out that 'translation is thus viewed 
as a transformation of a text, which is a linguistically defined whole, 
into another text, also a linguistically defined whole, which will have all 
and only the properties of the first text. This is, of course, Impossible. 
Even if the first text is repeated verbatim, or directly copied, it can 
never be identical in all its different occurrences, since it is impossible 
to repeat the situation in which it first appeared., (1975: 207) 
40. In the light of this element of existentiality in understanding, the 
temporal and spatial gaps exist all the same in modern simultaneous 
interpreting, though perhaps In a reduced degree. 
41. There seems to be a prevalent opinion that Interpersonal Interpre- 
tation only applies to literary translating, and that most scientific trans- 
lating Is non-creative, so Hermeneutic TT Is relevant only to training 
literary translators. This is represented by C. Schmitt's statement: 
'Thus the hermeneutic approach Is largely unnecessary for this kind of 
scientific, technical or medical text, where the denotative function Is 
all-important, (1982: 98). This view runs counter to that of Gadamer 
and other Hermeneutic'theorists. G. Feldel, e. g. , argues that 'Trans- lation -- even of a technical text -- is a creative process and not a 
mechanical activity? (1970: 11, quoted in, and translated by Schnfitt 1982: 
99). 
42. Again, this Idea of the privacy of Ideas Is not a novel one in- 
vented by modern hermeneutic thinkers. It is a recurrent theme in 
philological translation studies. T. H. Warren, e. g. , wrote In the. last 
century: 'The individual man Is the feeling and the thinking unit. And 
no two units feel or think exactly alike.... We fancy we are thinking the 
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same thoughts, we use the same words to express them. But If we 
looked closely enough Into the matter, we should find that there is an 
intransferable, untranslatable Individuality about our thoughts themselves., 
(1895: 330) In many ways, Hermeneutic translation studies Inherited 
themes and concerns of the philological translation theories. The wheel 
has come full circle. 
43. Some of these words are Gadamer's, see [19601 1975: 347-48. 
After reading the draft. of a paper of mind based primarily on 4.2.3.2, 
Dr Toury pointed out that the difference between the linguistic'and her- 
meneutic readings of texts Is probably exaggerated. In his words, 'Every 
serious linguist will be ready to leave a wide margin not only for inter- 
subjective, but also for individual legitimate variations. It should also be 
stressed that different purposes dictate different methods, and there Is no 
doubt that the objects of hermeneutics are different from those of lin- 
quisticst, (Personal communication 1983) 
44. Various proposals to re-classify the three aspects outlined in this 
chapter and the four stages outlined In chapter 3 have been made by 
several TT theorists after they read a draft of part of this thesis or 
attended a presentation of a paper based on this chapter (Chau 1983). 
Among these proposals, the Ideas of Dr G. Toury, Prof Dr K. Reiss, 
and Prof Dr M. Snell-Hornby are most Inspiring. Though too late to 
be included in this thesis, the author wishes to express his appreciation. 
(One of the proposals Is referred to In note 28, chapter 3. 
Chapter 5 
1.1 am grateful to members of staff of T/I schools in Leipzig, * 
Germersheim, Geneva, Paris, London and Bath, who discussed these 
and other issues with me in frankness during my visits, and enabled 
me to formulate these factors. Their names appear in the acknowledgement 
at the beginning of this thesis. 
Chapter 6 
1. The notion of 'experiment, and the problems involved are dis- 
cussed in 7.3. 
2. There are serious problems in the measurement of competence and 
attitude, see points (d) and (e) in 7.2.2.1. 
3. These course descriptions are published in the same format as 
hundreds of others organized each year by the Department of Extramural 
Studies. Other translation courses were offered concurrently by other 
instructors In other centres. 
4. Only the data concerning the students who took part in both the. 
pre-test and the post-test are recorded in Appendix 4 and Table 6-1. 
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Those concerning the students who did not take part In either are ignored. 
The same principle applies to all the descriptions of the students in 
chapters 6 and 7, unless otherwise stated. 
5. The job title Is controversial and misleading. A more accurate 
description would be a junior clerk with no formal T/I training who at 
times helps non-Chinese police officers to communicate with Chinese 
colleagues and citizens'. 
6. The 'teaching method? described here refers to the manner a class 
is conducted, and Is used in a general pedagogical sense. This must 
not be confused with the TT methods discussed In chapter 4, which are 
specific ways of realizing TT models. 
7. In this report, 'lesson, and Imeetingf have the same, designation 
for the extramural -classes, but not for the post-secondary ones, as the 
duration and number of periods for the three establishments differ. A 
total of twelve lessons are designed for the whole course, to fit into 
twelve 90-minute meetings. These are re-divided to suit the different 
lengths of the periods of the. polytechnic class (110 minutes each meeting) 
and the university class (50 minutes each). 
Chapter 7 
1. Here I am speaking from experience gained from courses of a similar 
nature conducted between 1975 and 1979. The assertions made in this 
paragraph have been confirmed by staff tutors of the Extramural Studies 
Department. 
2. For example, the fact that the PC class received eight weeks of 
Instruction on general translation theories might lead them to expect more 
than cultural orientations, thereby lowering their rating on satisfaction. 
This view, is expressed by one member who pointed out in her course 
assessment that there is more to translating than the cultural aspects 
discussed in the course (see 7.1.2.2). 
3. , There might have been, if the post-secondary students had been 
presented-with the contrastive grammar material. 
4. This view is shared by a colleague in the Chinese University who, 
after reading the teaching material of some lessons before the commence- 
ment of , the experiment, advised the deletion of all non-contemporary 
examples. This advice was not taken, though the point she made was 
recognized. 
5. While this experiment was going on, colleagues at the Chinese 
University and the Polytechnic discussed this project with me, and many 
of them emphasized on different occasions the underrated importance- 
of cultural orientation In translation courses. The senior members of, 
the Department of Languages at the Polytechnic pointed out that the single 
most beneficial aspect of training should be the understanding of their own 
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culture. In their opinion, there is a horrifying lack and neglect of 
knowledge in this area, as this is taken for granted by the course 
designers concerned. The students seldom admit this, believing that 
they should know the Chinese culture by virtue of the fact that they 
grew up in a Chinese society. 
6. At the Chinese University, students are not given translation training 
until the second year, when they are offered 'Principles of Translationt 
which Is a general beginnerst course. These students are referred to 
as Year 1 or freshmen students In this report. Thus the tsecond and 
third year? translation classes are in fact made up of third and fourth 
year students respectively. 
7. At least one of the lecturers protested before and after the results 
were'made known that her class was not fairly represented on the day 
the test took place, others questioned the reliability of the test (while 
refusing to do it themselves). 
8. One acceptable means of demonstrating this validity as a proficiency 
test would be to compare the performance of publicly recognized proficient 
translators and less proficient ones. Unfortunately, none of the dozen 
or so tranilation lecturers and professional translators accepted the invi- 
tation to do this test. On the contrary, some cast doubt on the perfection 
of the supposedly ffault-freet answers (which, in the designerfs view, is 
beside the point). 
9. Thus It was no false modesty or understatement when the test 
designer repeatedly told the subjects on every occasion that 'the so-called 
fault-free answer Is not the right answer, it is merely the one regarded by 
me as the most suitable one for this occasion. So picking this one does 
not necessarily mean you are right, It means you happen to agree with 
me here?. 
10. The students did not learn of the post-test with an identical test 
paper until after the completion of the pre-test. The nature of this test 
was not disclosed until after the post-test. 
. 
11. A Cuckoo's Nest: A Collection of Lesser-Known Scottish Folk Tales 
written by Carl Macdougall and illustrated by Barbara Robertson, Glasgow 
1974, pp. 50-53. In the Introduction the author explains: , 'The stories in these pages arrived by a variety of routes, a ragbag collection. Some 
came to me as a, song, some as printed tales, others by telling. All 
are Scots or come from fellow Scots.... My only claim to originality Is 
in how I have approached and presented the stories., 
12. Alterations made include: 
(a) Stylistic shifts-- 
'(I) Syntactic and lexical adjustments to change it Into a fairy tale suitable 
for a young Chinese audience in Hong Kong. Also, a more patronizing and 
oral tone was adopted. Long sentences were broken up, syntactic struc- 
tures simplified. 
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(it) Syntactic and, more importantly, lexical adjustments to meet the 
comprehension ability of the subjects, to make sure that every word and 
expression is understood readily. Examples: 'a morning serenade' 
became fa beautiful love song', 'the burn, became #the stream'. 
(b) Cultural adaptations-- 
(I) Details of the plot which were not readily comprehensible to the 
average Chinese reader were left out. Example: fAs a holy image she 
hid In a church, but he came every day of the week as a deacon and 
kissed the imaget. 
(it) A large proportion of the Images in the second half of the story 
were changed, so that cultural problems were highlighted, and 'Cultural 
mistakest can be plausibly made in the translation. 
13. An alternative test paper was also prepared. It was planned that 
a second test would be carried out In case the results of the original one 
should be inconclusive (e. g. the pre-test turned out to be far too easy 
or difficult). But this rescue operation was never required. 
14. The greatest objection to the ffault-free, answers Is on the insertion 
of explanatory material in so'me cultural- sensitive items, such as no. 28 
(see appendix 10). Such addition of extra information in the TLT in this 
and other similar items was challenged by teachers and students in. the 
subsequent discussions. Many remain unconvinced. 
15. - On some occasions the answer sheets were not collected Immediately 
after the completion of the questions. The subjects promised not to make 
any alterations on the answer sheets, and were given the key, so that 
they could comment on the technicalities (more specifically, why they 
thought they were right and the key was wrong). This turned out to be 
unwise on one occasion: the Polytechnic second year class -- almost 
half of , 
the subjects 'forgot, to hand in their answer sheets on their way 
out of the lecture hall at the end of the session. Consequently, the 
average, score of that class (one of the highest of all) cannot be regarded 
as representative of that class, as it Is suspected that many who dis- 
agreed with the key did not submit their answer sheets. 
16. In late 1983, two years after these tests, Identical ones were ad- 
ministered In Hong Kong by a lecturer at the Hong Kong Polytechnic. The 
same paper was given to four classes of translation students under the 
same conditions with the same instructions: 
a. - Two first year classes at the Polytechnic during the second month of 
their training. Their status and background are the same as the Year 1 
(PI) described in 6.3.2.2. They are referred to as Year 1 1983a snd 
1983b below. 
b. The second year class in the same course. Their status and back- 
ground are the same as the Year 2 described under point (a), 7.2.1.2. 
This class Is referred to as Year 2 1983 below. 
(c) An extramural in-service translation class (English to Chinese) for 
civil servants. The students are of Form 5 level , with no previous TT - training. They are comparable to the extramural students described 
In 6.3.2.1. This class Is referred to as Extramural 1983 below. 
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The average scores of these four classes are compared with those 
tested in 1981 below (the 1981 data are taken from Table 7-1)-. 
Extramural 
Average scor 
EG (pre-test) 11.9 
EC (pre-test) 11.0 
El (pre-test) 10.7 
Extramural 1983 11.9 
Polytechnic 
Year 1 1) (pre-test) 14.1 
Year I 1983a 16.4 
Year 1 . '1983b 15.1 
Year 2 18.2 
Year 2 1983 17.7 
This similarity of scores can be seen as a confirmation of the reliability 
of this test (see point (a), 7.2.4.3). - 
17. The determination of significance Is based on that of the repeated- 
measures design with a two-tailed test (Robson 1973: 72-73,79). For 
example, for the difference of XC mistakes made by the EC class (please 
see Table 7-2 and appendix 13, section (H)): 
Number of subjects (n) = 19 
Degrees of freedom (DF) 18 
Sum of all the differences d) = 32 
t C? d) 
2 /n = 3.17 
nn (n-1) 
Thus the independent variable had an effect on the dependent variable, as 
the observed t is numerically greater than 2.101, the significance level 
for DF 18: Che teaching In the course produced a significant decrease In 
mean score on this test 3.17 with 18 degrees of freedom. Significant 
at the 5 Per cent level). 
18. A breakdown of the mistakes made by the students in 1983 reveals 
an almost identical pattern with those in 1981 (the 1981 data shown below 
are taken from Table 7-3): 
Average 
XG Xc XI FF 
Extramural 
EG 6.4 8.0 3.7 11.9 
EC 7.5 7.3 4.1 11.0 
EI 7.6 7.6 4.2 -10.7 
Extramural 19 83 5.7 7.4 4.8 11.9 
Polytechnic 
Year 1 (PI) 5.0 7.6 3.1 14.3 
Year 1 1983a 2.4 8.0 3.1 16.4 
Year 1 1983b 3.8 7.2 3.2 15.1 
Year 2- 3.8 5.6 2.4 18.2 
Year 2 1983 3.2 6.7 2.2 17.7 
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Again, the similarity in scoring patterns can be seen as a confirmation 
of the reliability of this test. (The instructor of the 1983 classes con- 
firmed that the 1983 year 1 classes received Grammatical Instructions 
prior to the test, thus accounting for the fewer XG mistakes made. ) 
Chapter 8 
1. As mentioned in 6.1, however convincing the resulting data may be, 
they are but one realization of the models In one particular teaching 
context. So it will be useful to repeat this experiment in other situations 
(e. g. different levels of training, and different language pairs). The 
apparent validity of the test used in this experiment (see point (a), '7.2.4.3) 
might encourage other -rbsearbhers to work along a similar line to develop 
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The Course Announcement 
. 
TRANSLATION FOR BEGINNERS -- ENGLISH TO Cl-HNESE 
Place ....... (three different venues: Kwun Tong, Tsuen Wan, and 
Quarry Bay) 
Time: 7.30 p. m. to 9 p. m. 
Instructor: Simon S. C. Chau 
Fee: HK$ 100 
This course consists of twelve weekly lectures, each lasting ninety 
minutes. It Is designed for those who have little experience In the 
subject. The principles of translating will be explained, some common 
difficulties will be discussed, and different ways to tackle them offered. 
Apart from attending classes, the students are expected to spend some 
time every week on reading materials distributed and on working on 
exercises. These exercises will be corrected by the Instructor and dis- 
cussed later In class, so, that the students can benefit from theories as 
well as practise. Only those with a standard in Chinese and English 
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Appendix 5: Sample Lessons of the Teaching Experiment 
1. Lesson 7 of the Grammatical Course 
VOICE AND PARTICIEPLES 
, 
HOIMEWORK BEFORE THE LESSON: 
Translate the following sentence Into Chinese: 
1. But when we looked back, the door has been closed. It was locked. 
2. The prisoners were executed on the following day. 
3. And the servant said, fSir, what you commanded has been done, and 
still there Is room'. 
4.1 found a couple of letters, written a fortnight ago, put in envelopes, 
addressed and stamped - but not posted. 
5. Fat-chov is a trained horse. 
6. in the world of music he* Is respected. 
7. He is afraid of being laughed at by people. 
8. The servant is to be scolded. 
9. It is learned that the president was shot on the head. 
10. We were given a hearty welcome. 
11. What are you called? 
12. May a salad be cut, with a knife ? 
, 
INSTRUCTIONS AND DISCUSSIONS IN CLASS: 1, "'. ý" 
(1) Voice and Grammar 
Voice, according to some modern grammarians, is the relation 
between the participants and the event indicated in the verb. Examples: 
active (he went) 
middle (he did it to her) 
reciprocal (they hit each other) 
transitive (hit him) 
instrumental (he hit her with It) 
causative (he caused it to happen) 
passive (he was hit) 
reflexive (he did It for himself) 
benefactive (she worked for him) 
intransitive (he came) 
agentive (he sent it through her) 
(2) The Problem of Active/Passive Voice In English- Chinese Translating 
In translating from English to Chinese, the main problem with 
voice seems to be that of the use of the passive in English and its reali- 
zation in Chinese. 
Even good midti-linguists are not always aware of the fact that 
not every language makes use of the passive In the same way and to the 
same extent. Translators often make mistakes when, they keep the 
voice (active or passive) of the SL In his TLT 'automatically'. 
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There are languages with no passive constructions formally. 
Others use these by different rules. In many languages from East 
Africa to Southeast Asia, the passive is used only in a bad or un- 
pleasant sense. Sometimes it communicates the negative feeling of 
the speaker. At other times it casts an undesirable value on the con- 
tent of the message. For example, in Thai, a- sentence like 
-- He was sent to America to study. 
sounds incongruous, because this is considered a very pleasant experi- 
ence. But 
-- The boy was sent to school. 
is acceptable, meaning that he is being forced against his will to attend 
school. The following sentences are not acceptable: 
We are loved by God. 
We were Invited to the party by the mayor. 
Certain verbs In Thai can most readily be used in the passive voice, 
such as 'to kill, to hit, to blame'. 
Obviously, the same is not true of Chinese, but the English-Chinese 
translator would do well if he remembers: 
a. Not every passive construction ought to be retained in the TLT. 
b. While the passive In English is almost always realized by the use 
of the preposition lbyl, the equivalent Chinese ones are far more 
flexible. 
Failure to observe these two points results in Itranslationesel. 
(3) The Frequency of Occurrences of the Passive In English and Chinese 
Statistically, there is a marked gap. Comparing a number of - 
Chinese vs. English texts of the same register will reveal that passive 
constructions are notably more common In English. Many ideas expressed 
in the passive In English turn up as active in equivalent Chinese texts, while 
the opposite rarely happens. (Little syntactical research has been done 
in this area so far, so one has to speak from experience and general 
impression of experts). So the problem for the translator Is when to 
retain the passive, and how. 
(4) The Logict of the English Passive 
The Idea of using the passive form with the English-speakdr is 
fundamentally different from that with the Chinese. In Chinese, the passive 
form is usually exmployed together with the agent of the action, otherwise 
the notional passive is used instead. I 
In English, on the other hand, when the agent or doer of the action 
expressed by the predicate verb is to be emphasized, we make it the 
subject of the sentence, which is thus in the active form. ' Or when the 
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object of the action is to be emphasized, we make the object of the 
verbal action the subject of the sentence which is thus said to be In the 
passive form. So the agent of the action is usually not expressed In 
an English sentence in the passive form, just contrary to the Chinese 
construction. 
While the passive form is comparatively rare in Chinese, it plays 
a very Important role In English. The English-speaker considers It 
necessary to put the verb in the active in some cases, and in the passive 
In others. Typically: 
a. When the active subject Is known and need not be mentioned: 
All the counter-revolutionaries will, sooner or later, be arrested and 
punished accordingly. (i. e. by the government or the police. ) 
Typical Chinese equivalent : retain passive, supply agent as object of 
sentence. 
Visitors are requested to wait a little. (i. e. by the host, managers, 
etc. 
Typical Chinese equivalent; turn into active, with active subject dropped. 
b. When the active subject is unknown or cannot be readily stated: 
The doctor was immediately sent for. 
Chinese: turn Into active, supply agent ('someone'). 
New factories, schools and hospitals are be 
* 
Ing built in the city. 
Chinese: turn into active, with no agent as active subject. 
c. When the active subject Is self-evident from the context: 
-- The toast was duly drunk. 
Chinese: Týn- into active, supply subject ('the host and guests,, 
feveryonel, etc. ) 
d. When the active subject is not mentioned for some special reasons 
(tact or delicacy of sentiment): 
-- Some things have been said here tonight that ought not to have been 
spoken. 
Chinese: turn into active; supply subject ('someone'). 
e. When the active subject is less important than the object: 
-- A child was run over by a car. 
Chinese: retain passive with bei ; ýk_ or similar unpleasant pre- 
'positions, see below. 
f. When the active subject is avoided for stylistic reasons (e. g. to avoid 
incoherence on account of shifting construction): ,, 
-- I was asked several questions In the oral exam and answered every one 
correctly. (instead of IThe teacher asked me several questions in the 
oral exam and I answered them correctly,. ) 
Chinese: turn Into active, with the active subject dropped. 
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-- Larry actually loved her and was loved in return. 
Chinese: turn into active with active subject supplied. 
It Is clear from the above examples that there Is no single rule 
of handling passive constructions when translating, Instead there are a 
few standard strategies. 
(5) The Passive Construction In Chinese 
There are a few features relevant to the English-Chinese translator: 
a. Unlike English, there is at times no sharp distinction between an 
active and a passivý construction in Chinese, syntactically as well 
as semantically. A line like 
3,13, 
not aware-green forest cover/disappear evening tide 
can be Interpreted as 'gradually, the green forest fades out in the 
evening tide?. 'The very force of the expression lies in the ambiguity 
of the image. 
b. Obvious semantically passive ideas are expressed in syntactically 
fneutral, forms, without passive markers: 
t ft A- jo 1-; Alr. wild rabbits dead, hunting dogs boil. 
(After all the wild rabbits are hunted, the dogs are put Into the pot 
to be boiled and served as meals. ) 
1-4. ) '91 1; Z) ; 26 book yet not have been read through. 
(The book has not been read through by me. 
c. Untutored translators tend to retain the passive form in Chinese .: blindly, thus either make the TLT sounds unnecessarily marked, or 
utterly unnatural: 
He was deeply loved by her. It 
I ýk -Pt, I,,?. 1-11a t t., -k, 
A (515 - 
We were given a hearty welcome. ? _Jý IP9 tk k-161- VA t.. L -$N6 05 '9RZE, What are you called? * 1ý71 AL Iýq 4t A. ,& *- ? 
(An asterisk before a sample sentence cited denotes unacceptable 
grammatical construction; a question mark indicates doubt in gram- 
maticality. ) 
d. Untutored translators tend to put down bei as passive marker 
every time when constructing passive sentences, thus resulttng in 
translationese. They have to be reminded that there are other 
, 
legiti- 
mate passive markers, each with slightly different functions and tones. 
A wrong choice of alternative preposition for the English 'by, may 
result in stylistically unacceptable or ungrammatical sentences. For 
example, some prepositions can only be used in positive contexts, 
others the opposite: I 
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He was criticized by the management. 
He-bet -the management-criticized. 
He- 
. 
Li -the management-c ritici zed. 
*He-meng -t -the management-criticized. 
He was praised by the management. 
, He-bel -the management-p raised. 
*He-. Li -the management-praised. 
He-p2M -the management-praised. 
And there are other semantic restrictions on different equivalents of fbyt: 
-- He was betrayed by his friends. 
He-gel -friend s-betrayed. 
He-bet -friend s-betrayed. ' 
He-you -friends -betrayed. ' 
*He-shou -friends -betrayed. 
*He-. at -friend s-betrayed. 
He was substituted by her. 




-her- substituted. *He-Ri 
He was given a beating. 
He-get ft- -others-beaten. 
He-bel, -others-beaten. 
*He-, you -others-beaten. 
He-shou -others-beaten. 
He-at -others-beaten. 
On the whole, bel is the constant while others are all variables with 
different shades of meaning. It should also be pointed out that where several 
alternatives are possible, there are usually stylistic nuances. For example, 
In tHe was given a beating', the use of at is more emotionally charged - 
than the more neutral get or the unmarked bet. The examples given above 
are by no means exhaustive. The choice of another alternative, wet 4. 
for instance, brings formal and archaic flavour. 
(6) The Translator's Strategies 
(Discussions on the treatment of passive constructions In the twelve 
sentences in the homework. Students are invited to suggest and criticize. 
Afterwards, the following summing up. ) 
a. There are times when It Is more desirable to retain the original 
passive construction, especially when the same idea can be expressed 
In passive in Chinese in a natural way, or when changing into active 
would alter the meaning: 
-- Members agreed that the declaration would be drafted by 1VIr Lee, 
revised by the Secretariat, and approved by -the Presidium. r, - 





His suggestions were not accepted'. 
4b (9 ý, At : k- 3 -z 
A -! ý IS. 9 44- /.. 1ý " 
The murderer was arrested on the scene. 
"51 /t., f %ID 
b. in a large number of cases, the translator Is obliged by Chinese 
grammar or stylistic considerations to change the passive construction 
in English Into active Chinese expressions: 
He was given a banana. 
4t 411- P) -R 4- X. - (He got/received a banana. ) 
It was learned that.... - 4 al (One learns that.... 
Have your hands been washed? 
3? (Hands already washed? ) 
I was warned that.... 
!ý ft-A, %, 
s 1.1- 
A", --.. (I heard others warning me that.... 
She was not surprised when she was told the news. 
(She heard the news and did not feel 
surprising. 
I am convinced that he embezzled public funds. 
I am satisfied that he embezzled public funds. 
(both should become) 709 lb-A ID 3 (1 surely believe that he embezzled public funds. ) 
-- The patient's pulse is returning to normalcy. It is -hoped that he 
will come out of the coma soon. 
rh. A,. I ý. ýV , 





ý- 0t 15? - 
ý, 4 #, - 
-(The patient's pulse is returning to normalcy. Hope he will come 
out of the coma soon. ) 
(7) Past Participles Used as Adjectives 
The English-Chinese translator is warned to watch out for past 
participles used as adjectives In English. They must not be mistaken for 
passive constructions. This Is not an uncommon mistake made by care- 
less translators: 
a trained horse. 
(a-horse which has been trained, NOT a horse under training or being 
trained by someone. ) 
a burnt house, the bread is burnt. 
(in both cases, tburnt, is an adjective qualifying the noun, and not a passive 
verb. ) 
This Shakespeare Is bowdlerized. 
(same as above. ) 
HOMEWORK AFTER THE LESSON: 
Find ten examples, five of which with a passive construction in 
English but become active in the Chinese equivalent, and the other 
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five with a passive "construction in English, but remaining passive 
in the Chinese equivalent. 
2. Can you think of cases where an active sentence in English ought 
to be translated by a* passive one in Chinese? 
SUPPLEMENTARY READING: 
Chapter 9 of Sun and Fung (1975). 
0 
2. Lesson 3 of the Cultural Course 
ADJUSTMENTS TO ANTHROPOLOGICAL bUSMATCHES I -- CONCEPTS 
IDEAS AND ATTITUDES 
HOMEWORK BEFORE THE LESSON: 
Translate the following sentences into Chinese: 
1. a. Judas kissed our Lord and betrayed him. 
b. John kissed her as she closed her eyes. 
c. The mother kissed her baby. 
d. Young Ricky kissed his parents goodnight before disappearing 
upstairs. 
2. Ours Is not the age of chivalry. 
3. Our neighbours are not respecting our privacy. 
4. He: II like the book you write. I 
She: f Thank you, If m glad you like It. f 
5. After struggling for years, Mr Jones Is now a top dog In his 
profession. 
6. Peter Is a good man. James Is a fine man. Patrick is a nice man. 
7. a. AUke love not war. 
b. I love you, you are my everything. 
C. Love me tonight. 
d. Jesus loves me. 
e. I love New York. 
8. a. We are friends, mum. 
b. Tom Is her boyfriend, and Peter Is her laver. 
Have you experienced cultural shocks, or had misunderstandings 
with Westerners when meeting English-speakers in the past? Ydu will 
be asked to describe such incidents in the next lesson. So prepare 
your story beforehand. 
INSTRUCTIONS AND DISCUSSIONS IN CLASS: 
(1) Anthropological Adjustments and Translatt 
People living in different parts of the world live in different ways, 
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and look at life somewhat differently. This goes without saying. But 
such generalizations do not help the translator very much. He has to 
find out, for example: - 
-- in what ways are cultures different? 
how different are his SL and TL cultural backgrounds? (Is there 
any justification to the claim that the gap between English and Chinese 
Is wider than English-German or English-Russian, but less so than 
English'and the various aboriginal. languages in New Guinea? ) 
how can one assess one's TLT audience's understanding of and response 
to the SL culture? 
-- should the translator, in principle, #over-translatet (patronizingly) 
to make sure that the TLT audience misses nothing of significance, 
or should he under-translate to sort of force his audience not to be 
lazy, in the belief that this is what 'ought to be done to improve Inter- 
cultural understanding (which Is, after all, what translating is about)? 
-- in practical terms, how alien foreign concepts, customs, objects, 
systems, etc. , such as those analyzed below, can and should be 
represented in a translation? 
(At this point, students are urged to describe experiences of cul- 
tural shock, misunderstandings with foreigners, etc. , during past con- fr6ntation with English- speakers. They were asked to prepare this before- 
hand in the previous week. ) 
We all know that translating involves cultural adjustments. Gaps 
in understanding have to be bridged, more or less. In this respect, 
cultural problems can be divided roughly into three areas: 
a. Linguistic expressions. 
b. Concepts, Ideas, attitudes. 
c. Social customs, details of everyday life. 
The first kind have been covered In Lessons 1 and 2, and the last will - 
be left to Lessons 4 and 5. The second kind is the concern of the rest 
of this lesson. 
(2) Examples of Differences in Concepts and Attitudes 
ANECDOTE 1 
Summer 1980. W parents-in-law just arrived in Edinburgh to 
visit us. We invited our neighbour, a kind old lady who was exceedingly 
nice to us, to come and have afternoon tea. 
- As my mother-in-law speaks no English, and my father-in-law 
speaks very little, the old lady talked with them through my interpreting. 
We had a wonderful time together until my father-in-law asked how, old 
she Is. 
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Me: Dad would like to know your age. 
She: Guess. 
Me: She asks you to guess. 
He: (in Chinese) Eighty years old. 
Me: He says, er, eighty. 
She: (visibly shocked and dismayed) Oh, oht He really means it? 
does he? Eighty, good gracious. 
Me: (utterly embarrassed)... No, no, he doesntt. He means, 'you 
see 
It's our Chinese custom (I can see that she was not listening, 
switched off) to deliberately over-estimate otherts age In order to 
be polite and respectful. You see, old age is associated with 
wisdom, authority, and blessings from heaven In China, and you 
have to seize every chance to show that you acknowledge other's 
age.... Dad didnft really mean to offend. ' 
She is seventy-six, she told us before that occasion. With thirteen 
years of translating experience behind me, I should know better when in- 
terpreting that disastrous figure. That was, in fact, what I, had In mind 
at that critical moment. I would surely have said tsixty-fivet, except 
for the fact that I knew I couldwt cheat in this respect, as my father- 
in-law would correct me, and lead to further embarrassment. Being a 
retired taxi-driver, his very limited English vocabulary must include 
simple figures. 
What can one learn from this Incident? A few remarks: 
a. ' To be polite In conversation, different things are done and not done 
In different societies. One would question the wisdom of asking the 
otherts age (and a ladyls! ) In a new acquaintance in most cultures. And 
It so happens that this is one of the few things you are expected to ask 
when striking,, up a conversation In Chinese. The standard recipe In 
Chinese might be: Question 1. May I know your surname? (The, proper 
response Is to give your surname, and, if the relation is meant to be 
somewhat permanent, your given name as well. ) Question 2. From 
which village/province (now In Communist China, commune) doyou come? 
i. e. your birthplace. Question 3. (If the conversation should carry on) 
And your honourable age? (The proper response Is to tell the truth. 
b. It is customary to boost and exaggerate onets age in order to com- 
mand respect and envy. To be able to live long is a blessing from 
heaven, a solid proof that one has lived a virtuous life so far., In 
mourning notices, the standard practice is to add three years to the 
age of the deceased. Also, to be X years old in Chinese meansý one 
Is In one's Xth year on earth (a baby born in December 1980 will be 
'three years oldt by February 1982). Thus, the was fifty-twolmeans 
he was 48 or 49 by English reckoning. (Traditionally, one is entitled 
to'calling oneself told man' after forty provided that one is not too 
poor or too much of a failure socially speaking). Thisis in diagonal 
opposite to the English practice of age-taboo, such as congratulating 
other's birthday by saying 'she Is seventy-five years young today'. 
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c. What can the translator do? The old lady did not forget the incident 
of mistake by four years, nor did she allow us to forget It. It was - 
brought up time and again In the months that followed. It is difficult for 
the average -Chinese to understand such feelings. 
d. Other apparently peripheral information, too, might be vital to the 
understanding of a culture-bound event like this one. - For example, does 
the TLT audience know what does fcome to teat mean, given the unique 
social meaning of afternoon tea In the British society? What is and what 
is not appropriate to be brought up in conversation at tea with new ac- 
quaintances ? How casual is such a setting, and in what way is It 
ritualized? When translating .a narration 
like this one, how can such 
missing information be supplied? 
(Reactions and views from the students were invited at this point. ) 
ANECDOTE 2 
Japanese students (many of them teachers of English in Japan) 
came to Edinburgh for a couple of months to polish up their English. 
After weeks of hard work, they showed their appreciation by treating 
their tutors to dinner in a restaurant just before returning home. They 
thanked the tutors openly. 
Student: WeIre very lucky to have you as our teachers. 
Tutor: Itts a pleasure. Your English has improved a great deal. 
Student: No, we have not. We mean it, we really haven't'. Not a bit. 
Tutor: ?? ? I. 
The remarkable thing about this is that the same thing is repeated 
every summer there, and I kept hearing the same complaints from dif- 
ferent tutors year after year. They felt insulted when their students 
repeatedly proclaim that they have learnt nothing after spending weeks 
with them. 
While finding no difficulty at all In understanding the behaviour of 
the Japanese, the audience, if they are Chinese, would not identify with 
the instructors, and fail to, appreciate their frustration. This Is, of 
course, typical oriental humility: 'I am a bad student. I haventt learnt 
a thing., Given the situation, you cannot say anything but this. 
Again, what can a translator do? Change 'We -really haven' t (im- 
proved a great deal). Not a bit I to 'Thanks very much', the supposedly 
Western response to the tutors, compliments? (The irony here being 
- that if the students had Improved they would not say anything like 'we have 
not'. ) 
(3) Tran lating Concepts 
- As aý rule, a language would not have a word for a concept which 
does not exist In that culture. Despite the fact that English-Chinese 
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translation has been carrying on in considerable quantities for h1most 
a century, and that contacts with Westerners have become so common- 
place in places like Hong Kong, there are many concepts which are not 
readily comprehensible to the Chinese, and there are no terms in 
Chinese to describe them. A few well-known cases: 
a. tPrivacyl, as in 
'They are not respecting our privacy. f 
(Nurse to patient) 'You may pull the curtains. for p*rivacy. f 
There are Innumerable examples to demonstrate the absence of such 
a concept In the traditional Chinese mind. Here I quote three: 
I. Even In 1981, foreigners travelling to Mainland China complained 
that servants in their hotel read their postcards, telegrams, etc. before 
delivering them, or stand behind their back to share the fun of reading 
letters with their guests. It is understood thatthis Is done without 
malice or evil Intentions. On the contrary, it is their way to show con- 
cern, and to try to strike up a conversation. Reading letters sent to 
other members of the family, (a 'family, is a large unit) is common and 
taken for granted. Asking for permission is as superfluous as knocking 
before entering a room. A virtuous man has nothing to hide, least of 
all from his dear ones. 
It. Visitors to rural China discover that even when there are a hundred 
rooms in a living compound, members of the extended family, perhaps 
forty persons or more, stick to a few rooms adjacent to each other in 
the same corner. 
lit) After we got married we rented our own flat (which is a terribly 
unfilial step until recently, to desert onets family and live away'from 
one's parents), my parents could not understand why they should not 
possess a key to our flat, 'and come and stay whenever they please. 
It is no wonder that up till now there is not a word in Chinese 
which comes anywhere near to 'privacy'. No matter how you phrase, it, 
the Chinese translation would not sound right for the two sentences cited 
above. A famous translator suggested the following for the second 
sentence, which I think'could be one way out: 
f li-91 
(You may pull the curtain, separating the outside from the inside. ) 
b. Concepts like 'chivalry', tcharityr, 'romantic love', and fempathy, 
are each a conglomeration of Ideas, and require paragraphs to describe. 
Even when translation equivalents are coined to represent the concept, 
such as (literally: traditional rider, spirit) for 
'chivalry', they do not help very much. It takes generations of inter- 
course to get across such Ideas, if at all. The translator can only do 
as much as he can to convey some of the meanings to suit the occasion. 
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, Try to explain to a Westerner what the following terms are about, 
and you would realize how futile At Is to look for equivalents in English- 
philosophical ones: 
literary criticism ones: A, 
. 
A-k 
-- medical ones: 'A' , , 
*,, 
. "I'll. 
Can the traditional medical term *kj (air-breath) be seen as an 
equivalent of, say, thumourt in medieval medicine and metaphysics? And 
what can one do with descriptions like the following? 
4a ýý at -1, ej>> 
Equally tricky are seemingly synonymous adjectives which form part of 
some set concepts, such as 
-- a good man, a nic e man, a kind man, the best man, a fine man 
a "-A,, Tk 
Sometimes, ideas very pommon to a culture do not have Identical 
boundaries in another language. To the English speaker, the following 
concepts may be quite distinct: 
-- Isexual love, - 'non-sexual lovet - 'friendship, - facquaintancet 
But other languages may not divide them up in a similar manner. . 
Even 
when translatio4 equivalents are common, It is doubtful if they convey 
the same notions to the un-Westernized Chinese. Moreover, the same 
term in English may refer to very different things , as demonstrated in 
items 7a, b, c and d In the exercises before this lesson. 
Take a less abstract example. A lengthy explanation may be nec- 
essary, when translating the idea of 'kissing, for the Chinese audience. 
To kiss someone goodbye and to kiss the bride Is unknown up till recently 
among the Chinese, and a 'holy kissf, or to kiss the soil, can be all the 
more puzzling. Different terms have to be employed for sexual () 
and non-sexual (4 0ý; /V ) kissing (cf. item no. 1 in the exercise). Being 
a much rerer action with heavy Western overtones, sexual kissing carries 
more emotive and shocking force when mentioned in Chinese. 
(4) Concepts are Reflected In Linguistic Communication 
As illustrated by the second anecdote above, the dissimilar way of 
reacting linguistically to a situation reflects a deeply rooted philosophy of 
life. Humility is a prima virtue in the East, and if you donft h6ve it, 
you jolly well pretend that you do. The typical reaction of a Westerner 
to compliments and praises ('Thank you') Is unthinkable. How can one 
admit one's virtue or ability, deservedly or otherwise? So the translator 
ruýs into trouble when coming across conversations like: 
-- I like the book you wrote. 
Thank you, Itm glad you like it. 
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The acceptable Chinese response must be: 
It deserves only to be laughed at. 
No, no, you are wrong. It Is badly written. 
I feel ashamed of myself (that you should read it). 
j You have gone too far praising It. 
You'are too polite. I dare not take your compliments. 
The translator has to go a long way to explain it, *or to change the ex- 
pression for a functional equivalent, which might have opposite referential 
meaning. 
Another example: the attitude towards the fairer sex. The ad- 
mission by former Japanese prime ministers when interviewed by Western 
journalists that they beat their wives regularly led to public outcry out- 
side Japan. But no eyebrows were apparently raised at home. Even 
when they are given the chance to accompany their husbands to state 
visits abroad, wives of Japanese P. Ms. are seen running desperately 
after their husbands on the red carpet after landing, as he totally Ignores 
his wife, s presence. It goes. without saying that 'Ladies and gentlemen, 
becomes 'Gentlemen and ladiesi in Chinese. Lengthy explanations must 
be provided for the Western reader when translating sayings like this 
one, if they are to be understood properly: 
g OPI 
(How difficult it is to keep women and base people in the household. 




e. g, 4ý te ýA, I; b,: . ý. ýb e4 ýro ; Z- 4, ( f34 -: N ff ), (And what do these flatterers'of our age do? I? ay and night they 
ride their horse and wait at the doors of the ones in power. When 
refused by the men at the gate, they would use all kinds of sweet and 
flattering words like a woman, while also taking gold from their sleeves 
to bribe them. ) 
Culture-bound expressions like these are often. more subtle. One 
has to be all the more careful when reading English texts, as the SL Is 
not one's first language. 
(5) Concepts Associated with Physical Objects 
A rose is common in the English garden. It is rare in China 
until recently, and non-existent in some cultures. It cannot Imean"the 
same thing to different peoples. When a hero In a Victorian novel sends 
his sweetheart roses as tokens of love, there is no guarantee that the 
TLT reader understands what the flowers signify. The snake becomes 
the embodiment of wickedness, thanks toGenesis, but to the Chinese it 
is a superb tasty delicacy, full of good nourishments., In French, the 
sun is masculine in gender, while the moon Is feminine. In German, 
it Is the other way round. According to some commentators, the French 
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might have emphasized the sun' s -brightness and respectfulness, the -' 
Germans its warmth and lovingness. The French emphasize the moon's 
quiet and charming nature, but to the Germans it is a lonely aloof 
creature. As a bi-cultural, a citizen of two worlds, the translator 
has to be sensitive to such feelings. Failure to see the world in terms 
of both the SL and TL cultures can lead to disastrous results. 
A well-known example. Dogs are common to the British and the 
Chinese societies. But they are man's best friend In one, and mants 
best food and a culprit in another. Compare these canine allusions: 
a dog In the manger dog does not eat dog 
a lucky dog dog-fight 
a dead dog every dog has Its day 
a sly dog let sleeping dogs lie 
a top dog a sad dog 
an underdog a yellow dog 
to go to the dogs dog-tired 
to dog-ear a book to be dog lazy 
to dog one's steps to throw to the dogs 
to help a lame dog over a stile sick as a dog 
to keep a dog and back oneself not to have a dog, s chance 
to lead a cat and dog life old dogs learn no new tricks 
to lead a dog, s life In the doghouse ' 
love me, love my dog to die like a dog 
he that sleeps with dogs, must rise with fleas 
hungry dogs will eat dirty pudding 
give a dog an Ill name and hang him 
a. qjt1tk : like a dog relying on his mastert s authority to bully others 
K" 1 06-) In the bad company of foxes and dogs 
with a wolf, s heart and a dog, s lung (I. e. heartless and 
wicked) 
ljý dog bites dog's bones (fighting one's own people) 
J'; ) 8! 1 ruthless and dare-devil like a dog 
raised by a bitch (a curse) 
son of a bitch (bastard) 
like a dog (a despising remark) 
I"; ) tie, A, under-estimating others like a dog does (I. e. disrespectful) 
no ivory can grow out of a dogi s mouth 
dog-legged (i. e. lackey) 
10 , running dog 
AL' 5, Ak M) trying to draw a tiger but ends up like a dog, (aiming 
at lofty standards but failing miserably), 
:a dog fails to appreciate otherfs goodwill, 
and bites his benefactor 
From the above comparison it is not difficult to see a very'positive 
attitude towards the dog on the part of the English speaker, and an equally 
negative one at the Chinese quarter. The air of patronizing fondness and 
sympathy Is unmistakeable In the English canine idioms, as is the despising 
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and debasing attitude in -the Chinese ones. In this sense, the dog and his life is hardly the same existence In the two societies. To say the 
least, the translator must think twice before dealing with anything in- 
volving the dog. It would be disastrous, for example, to translate 'top 
dog, literally in item no. 5 in the last exercise. 
To sum up, no concept Is innocent unless it is shown to be so 
as far as the translator is concerned. He has to be on the alert all 
the time, and take whatever measures are required to bridge this cul- 
tural gap for his target audience. 
H01MIEWORK AFTER THE LESSON 
Translate the following sayings into Chinese. Based on such allusions, 
what kind of a picture can you build up regarding the cat's image in the 
eye of the English speaker? 
cat, s skin 
catt s house 
cat, s meat 
cat, s nest 
cat, s sleep 
cat, s paw 
that old cat 
to bell the cat 
a cat In the pan 
to make a cat of somebody 
care killed the cat 
cat burglar 
cat's eye-brow 
let the cat out of the bag 
wait for the cat to jump 
turn the cat in the pan 
it is enough to make a cat speak 
therets no room to swing a cat 
Suggest a few allusions to the cat in Chinese. Is the cat the same 
animal to the Chinese mind? 
3. Lesson 5 of the Interpretive Course 
EMOTIVE MEANING 
HOMEWORK BEFORE THE LESSON: 
Translate the following texts into Chinese: 
1. The government of Lichtenstein Is a democracy. 
2.1 turned down his invitation to the party yesterday. 
3. Our representative Is not obstinate, he is only firm. 
4.1 can't stand Mary. She is tall and thin and walks like a ctane. 
5.1 admire Mary. She Is tall and thin and walks like a crane. 
6. Underdevelopment is not the prime problem In the developing nations. 
Underdevelopment is not a sin. 
7. From the most distinguished tobacco house In the world. Dunhill. 
, (A cigarette advertisement. ) 
8. (The guest to her host) Ifd like to disappear a minute. 
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9. Peggy is a bachelor girl. 
10. Peggy is a single woman. 
11. Peggy is a spinster. 
12. Peggy is an old maid. 
13. Susan is in a delicate condition. 
INSTRUCTIONS AND DISCUSSIONS IN CLASS 
(1) What is 'Emotive Meaning, ? 
We agreed In the lesson on Referential Meaning that: 
a. No word or semantic unit has exactly the same meaning in two dif- 
ferent utterances. 
b. There are no complete synonyms within a language. 
C. There are no exact correspondences between related words in dif- 
ferent languages. 
We develop the last two points below. 
The contrast between Referential Meaning and Emotive Meaning: 
REFERENTIAL MEANING refers to the relation between lexical units 
and the referents (denotata). 
EMOTIVE MEANING refers to the relation between the semantic units 
and the emotive response of the participants in a communicative act. 
There are various kinds of Emotive Meaning; here we Identify 
two of them- 
CONNOTATION is the meaning implied In the word hi addition to the 
referential meaning. 
ASSOCIATION is the idea linked in the mind of the communicators 
related to some objects and recalled. 
e. g REFERENTIAL MEANING CONNOTATION DENOTATION 
Maiden voyage the first voyage of a ship first experience, optimism, old- 
unblemished fashioned and 
literary in style 
Step mother . fatherfs new spouse ---- (? ) sinister, cruel 
gay to be happy homosexuality deviation (? ) 
(2) The Emotive Force of Words and Its Manipulation 
Truly neutral words are rare, though there are unmarked or less' 
marked terms for some objects or concepts. 
Examine the following sets of terms: 
Bobby, PC Chan, cops, policeman, pigs 
(Chinese counterparts) I; g -*-- PC$ r 
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-- (different addresses for the same Airs Lee) Aýp ý i-ý 
3, *ý 
-T ýt 
Each term carries a different load of emotive meaning: 
'Communism' 'Mother-in-law, 'Pay-day, 'Typewriter' fThe. Yellow Rivert 
To the foreigner, the Yellow River Is just a geographical label, if it 
means anything at all. But to the Chinese, it is the cradle of their 
civilization, the stage of three thousand years of history, a constant 
threat of flooding, and a symbol of nationalism. (In the circles shown 
above, the shaded part represents emotive meaning, the unshaded 
represents non-emotive meaning. ) 
As mentioned above, there are different ways to refer to the same 
denotatum, or to fsay the same thingf, though emotive overtones are 
always there. Translators have to be ultra-sensitive here, especially 
In contexts where emotive meanings are exploited (some types of texts 
and some authors are more likely to do so than others). 
Apparent synonyms usually have different shades of meaning re- 
garding their intensity, emotiveness, implications, etc. Example: 
refuse : reject : repudiate : decline : turn down 
(This will be followed up in a later lesson on 'Meaning : Summing up,. ) 
Discuss the meaning of each of the following set in class: 
-- surprise : astonish : astound : amaze : flabbergast : shock 
Are these In ascending order of intensity? Is there a comparable set 
In Chinese? How do the two sets fit? 
Another often-discussed set: 
-- firm : steadfast : unwavering 
-5- PT. IT, -it : 
1ýt 3-. 43 
obstinate inflexible headstrc 
Remember what B. Russell said: 
He Is a pig-headed fool. ' 
uncompromising unyielding : stubborn T. -IR- 4ý : +, -;, k - 
ng : pig-headed 
- it. 3, r,. \. 4T 
'I am firm. You are obstinate. 
The emotive force of any bit of communication is context-bound, 
thus the above hierarchy can be misleading. How would you interpret the 
adjective fthin, in the following utterances? 
The new beauty queen is a sweet and thin girl. 
I can't stand Mary. She's tall and thin and walks like a crane. 
I admire Mary. She is tall and thin and walks like a crane. 
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Of course, the tone of delivery counts, as always. Yet it makes 
sense to distinguish synonyms like 
-- thin slender slim 
%Ib d, )iL 
Other examples to be discussed in class: 
John is a cautious man. 
John Is a prudish man. 
Her handbag is cheap. 
Her handbag is inexpensive. 
Her handbag is not expensive. 
Her handbag doesn't cost much. 
Do you agree with the following classification? 
COMPLIMENTARY 
Intercede 



















Examples of deliberate and sophisticated manipulation of emotive 
meanings (i. e. 
- 
traps for unsuspecting translators): 
A. The Political Sphere 
Political languages must not be taken on face value. Implication 
for translators: 
i. Careful deciphering -- familiarize with SL jargons. 
it. Mastery of TL repertoire of political expressions. 
lit. Conform to demand of context, e. g. the stand of onets client 
or employer. 
Examples: 
-- The government of Lichtenstein is a democracy. 
This statement tells us next to nothing. Perhaps the only Information 
one can get out of it is that the speaker approves of that regime. 
'Democracy', like a host of similar terms (freedom, llberalism, ý Facism) 
are often empty labels which mean only what the speaker means. Read 
the following carefully: 
German Democratic Republic. 
Social Democrats. 
The 'democratic wing of the British Conservative Party. 
The 
, 
Democratic Party (USA). 
The election Is based on democratic principles. 
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Over the years, some labels become empty catchwords which stand 
for ? general goodness', others just the opposite: 
democratic, liberate, revolution, people, the working class, labour, 
advanced, development, scientific, peace-loving, free 
reactionary, Fascist, oppressive, aggressive , occupation 
Since the Chinese 'Liberation, in 1949, the equivalent sets in the 
Chinese language somehow gained opposite emotive meanings In Beijing 
and Taipei, e. g. 'revolution', 'liberate', fthe people', 'communest are 
strongly favourable on the Mainland, and taboo In Taiwan. 
Emotive meanings of political terms and concepts change with the 
political climate. fAmericanism, Revisionism, Intellectuals, Elitism, 
Family Planningf are all strongly negative expressions up till the early 
seventies In Mainland China, and are becoming more and more positive 
since 1979. The UN stood for International justice, hope, and brotherhood 
in Taiwan until 1970 when, the Republican government was expelled. Now 
negative terms have to be employed whenever it turns up in the news In 
Taiwan. 
Political jargon: what does the following actually mean? Should 
it be translated literally? Any alternative.? Justification? 
-- The leaders of the two states have had full and frank talks on a 
wide range of subjects of mutual interest in a friendly atmosphere. 
It could Indicate that the two leaders disagree on everything brought 
up for discuss-ion, and sees no hope for a solution to anythingf. 
What does the employment of the term fThe Third World', or any 




less developed countries. 
developing countries. 
emergent nations. 
The students are invited to translate the following: 
The American military are responsible for the arming and training 
of Chiang's gangs, and directing their attacks on the China -Mainland 
and the coastal islands. 
Then they are reminded that this-SLT is pro-Communist, and there are 
several ways of translating the underlined terms, depending on where your 
boss stands: 
It Is no accident that intercontinental ballistic missiles are named 
after the lappropriatef Greek gods: 
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-- Thor, Jupiter, Atlas. - Zeus, Polaris. 
B. Advertising 
Language use in the world of advertising Is a fine example of 
emotive meaning manipulation. Here, connotation, and above all, associ- 
ation, are paramount. 
Discuss the engineering behind the coining of the following ad- 
vertisements: 
From the most distinguished tobacco house in the world. Dunhill. 
(emotive meaning of thouset .) 
Cigarettes by John Player, England. (exclusiveness, artistic activity 
suggested by the syntactic structure. Cf. Landscape gardening by X, 
floral arrangements by Y. ) 
Coke adds life. 
It's the real thing. Coke. (Why 'real' and tlife, 
Put a tiger into your tank. (I Tiger,? ) 
lKing sizer, 'family sizef, - feconomy size'. 
'Brut, (Brand name 6f a perfume for men. Why Brut? ) 
Implications for the translator: 
i. Can advertisements be Itranslatedt ? 
ii. How to locate subtle but crucial emotive meanings (e. g. fMddle Tar -- 
_ 
as defined in H. M. Government Tables') ? 
(3) Taboos and Euphemism 
In the past, language is sometimes given mystical powers. The 
modern man would laugh at their ancestors, obsession with curses, etc. , 
without realizing that similar 'superstitions, are equally abundant around 
him. Taboos and euphemisms are still everywhere In our language. 
When G. B. Shaw used the expression ? bloody, in Pygmalion, it was 
meant to be a shock word. That was the age when this expression cannot 
appear in print or in decent conversation. Now directors of that play 
have to look for up-to-date equivalents to replace it. More and more 
people find It acceptable In everyday use, and it turns up regularly In 
the BBC as well as British Parliamentary debates. 
This the translator who took Princess Anne literally when trans- 
lating the controversial alleged remark In Australia: 
Can't see a thing in this bloody strong wind. 
, tE 65 A_I, -EL%t 4ý -Y. 1 It) jib _ 
16 
(I cannot see anything In this strong wind with a smell of blood. ) 
totally missed the point. (The translation is found in the overseas news 
In a Hong Kong Chinese daily. ) 
332 
In the English-speaking world, the current taboo areas include 
sex, excretion, the Christian religion, and death (and old age). ,, 
Discuss: How universal are these? What are the Chinese tradi- 
tional taboos? How far has the current Chinese language been Influenced 
by these Western attitudes? Evidence? 
Some examples: 
Sex 
Both In English and in Chinese, colloquial straightforward reference 
to the human sexual act Is always violent and insulting, such as 'fuck'. 
There are, throughout the ages and In almost every society, 
euphemistic expressions (and Idiolectic terms and signs for every married 
couple) to refer to it. 
To what extent should bawdy matters be represented 'faithfullyr in 
the translation? This Is a question which has been debated for decades. 
It all depends on the purpose of the translation, and the policy of the 
publisher or client. It Is more important, though, for the translator to 
be sensitive to the overtones (degree of acceptability, romantic associ- 
ation, etc. , and intention) of sexual terms In the SLT, and familiarize 
himself with the available repertoire in the TL. 
The crude literal translation of 4itk. k_ (make love) is a testimony 
to attitude change in the Chinese society. Traditionally, the sexual act 
is represented by all kinds of euphemistic expressions: 
t ))- 1 -0 A 4- YJ IF II 1: 14 IL;! > IZ A31 4T <4 
H. A. Giles, the famous translator of Chinese classics, left out the 
sexual descriptions when translating the following passage from a classical 
novel. He was a protestant missionary, and his readers are supposedly 
puritanical: 
7t 
. t6# jý , -a- >t 'kt 
& 12 "tZ, 
t. 
Q 16P 44 OK - /3 4 :L- ltý A, 
,7 ITP 43 4t <( >> 'I /IJ ý;. j 
(But the young lady, looking back, waved the flowers she had in 
her hand as though beckoning him. to, come in. He accordingly entered 
and found nobody, else within. They fell on their knees and worshipped 
heaven and earth together, and rose up as man and wife, after which the 
bride went away, bidding Z& Chu keep quiet until she came back. ) 
Note: - tWorship heaven and earth together' (the act of taking oath 
in a marriage ceremony in China) is not found in the SLT. There was 
no mention of marriage, and 'the bride, Is again the translator's In- 
vention. Why did he do this ? 
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B. Excretion 
In 'contrastive stylistics, terms, English seems to be far less 
open in referring to excretion and, other bodily functions than other 
languages. . For example, 'passing 
the wind, is almost matter-of-fact 
In Chinese. There is nothing like the following in Chinese: 
W. C. washroom rest room closet 
toilet Jakes lavatory septic tank 
100 dub the place the John 
ladies gentlemen urinal men' s room 
stool men cloak room powder room 
bog male commode earth closet 
lounge female bed-pan ladiest room 
privy bathroom Jerry thunder box 
the smallest room in the house geography of the 
I'd like to disappear a minute. 
If d like to wash my hands. 
I'd like to stop a minute.. 
I'd like to powder my nose. 
I'd like to pick some flowers. 
I'll go behind the bushes. 
comfort station 
public latrine 











W. *C. 4% 
others 2% 
There Is a never-ending search for euphemistic terms. For ex- 
ample, flavatoryt (literally: 'wash-place, ) was Introduced to replace more 
obvious- and therefore less subtle, ones. Now this subtlety is gone. ' 
According to one'linguist, there is no neutral term in English. 
One can, spot a Chinese parallel. The term ý. ' Aj, , (for opening 
the bowel), originally a highly euphemistic one from the tradition of 
holding a placard on one's way out of the examination hall to the toilet 
during public examinations which reads , ! L1 AV--, X. ýý (leave and 
re-enter respectfully), now becomes crude and unmentionable. (Cf. At Pj4-. 
for constipation and AjS, 4ib for toilet bucket. 
Also, the translator has to look out for Idiosyncratic expressions, 
e. g. 125 stepst and 150 steps' In the Boy Scout community, from 
, 
the 
tradition of passing water and opening the bowel no, nearer than 25 and 
50 paces from the campsite area respectively. 
C. The Christian Religion 
Nothing comparable in Chinese, though the names of god and devil 




Common expressions like 'passing away,, Ideceasedt, Ino more', 
and 'kick the buckett should be familiar. The taboo is equally strong 
in Chinese, if not more. Consider the large number of euphemisms: 
-- it-I IA 0-ho-211li-A 
t M, " llr It 'V-I' 4z- lit A D& ý Ijb kagi 
101. %% IR 18 1.1 ioF* ib kt *kjh ]kj? jLi f >>) 
E. Others 
There are all kinds of euphemistic expressions in many quarters. 
Pregnancy Is a case in point In English. IIn a delicate condition, and 
a few others are going out of fashion, and the latest version reported 
'in trouble, reflects a trend of thought towards the matter. Interestingly, 
the Chinese equivalent used to be Ito have good news, ( tj Ak ), and 
one has good reasons to expect the emergence of a counterpart to 'in 
trouble, in the Chinese language. 
HOMEWORK AFTER THE LESSON 
1. Make ten sentences with the Chinese expression X ýA (glory/glorious). 
Based on these sentences, find out the connotation and association of ý6,,, Tz 
by filling in the third column below: 
fame renown beauty delight honour pride vanity ---- ---- 
glorious +++++ 
glorieux +++++ 
2. Find ten expressions for going to the toilet in Chinese. Arrange 
them along the following continuum- 
polite colloquial 
formal informal 
Try to match each with an English equivalent with a similar degree of 
formality. Then do the same for 'to diet. 
3. Here Is a press release. Read it carefully. 
'Responding to the sincere request for help received from the people of 
Gamanta who have remained faithful to Socialism, the leaders of the 
Communist Party of the Soviet Union Instructed their armed forces to 
go to the support of the people of Gamania to defend their Socialist gains, 
which are increasingly threatened by plots of domestic and foreign re- 
actionary forces. f 
335 
a. Translate the whole text based on the standpoint of the author. 
b. What does this communiqud really say? Translate It again for an 
audience which is not sympathetic to the source. 
C. Analyze this text: Which are the political jargons? What do they 




Attendance at the Extramural Classes 
Part I: Number of students present 
Session: 1 2 3 4 5 6 7 8 9 10 11 12 
Class EG 25 22 21 18 17 16 14 11 12 13 10 11 
Class EC 35 29 25 17 24 18 21 20 18 18 19 18 
Class EI 28 26 27 22 18 15 17 16 17 16 13 14 





123456789 10 11 12 average 
100 88 82 72 68 64 56 44 48 52 40 44 63.2 
100 83 71 49 69 51 60 57 51 51 54 51 62.3 
100 93 96 79 65 54 61 57 61 57 46 54 68.6 
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Appendix 71-- 
Questionnaire to Course Students 
I 
(A translation of the Chinese original distrIbuted, at the end of the 
experiment. ) 
Dear Mr Chau, 
This Is how I feel about the English-Chinese Translation Course 
for beginners: 
I think the following lessons very not 'bolr- very not use- 
are (indicate by ticking): Inter- very Ing use- very less 
(The content of the various 
lessons, which differs from 
course to course, Is listed 
here In turn -- please refer 
to the course curricula In 
6.3.4, see also Tables 7-2a, 
7-2b and 7-2d) 
esting inter- ful use- 
esting ful 
My remarks on the method of Instruction (lecturing, exercises, 
handouts, ' etc. ): 
a0000a0&a#000*00000000000a00 
-My complaints on this course: 
0000400000*0&0000*0000*0&0*000000 
Apart from the topics listed above, a translation course should Include 
the following ones: 
0.. a. 000.000000000*00000. *&&a00 '0 000 
Other opinions, questions, suggestions.,,: 
00&a*0&00.0.. 0000. &0000*&000.000.. 
Signed 
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Appendix 8 The Students" Rating of the Individual T221c 
Part I. The Extramural Grammatical Class 
INTEREST USEFULNESS Combined 
TOPIC Score Average Score Average Average 
Common Nouns 5 (5) 1 7 (7) 1 1 
Proper Nouns 5 (5) 1 7 (7) 1 1 
Personal Pronouns 5 (5) 1 7 (7) 1 1 
Relatives, Interrogatives, 
and Indefinites 5 (5) 1 7 (7) 1 1 
Articles, demonstratives, 
and numerals 5 (5) 1 7 (7) 1 1 
Tense and aspects, voice, 
and participles 5 (5) 1 7 (7) 1 1 
Translating techniques 6 (6) 1 6 (6) 1 1 
SL interference and 
'Chinese, Chinese 5 (5) 1 7 (7) 1 1 
Translating Hamle 1 (6) 0.17 2 (6) 0.33 0.25 
Translating foreign news 3 (5) 0.6 6 (7) 0.86 0.73 
Translating the Bible 0 (6) 0 0 (6) 0 0 
Average 0.80 0.84 0.82 
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Part II. The Extramural Cultural Class 
TOPIC 
Cultural elements reflected 
in language use of SL 
Concepts, Ideas and attitudes 
Geographical background, 
objects and systems 
Daily life and customs 
Colours and numbers 
Figurative speech 
Synonyms, cultural relativity, 
and componential analysis 
Translating Hamlet 
Translating foreign news 
Translating the Bible 
Average 
INTEREST USEFULNESS Combined 
Score Average Score Average Average 
6 (8) 0.75 7 (9) 0.78 0.77 
7 (8) 0.88 7 (9) 0.78 0.83 
4 (9) 0.44 2 (8) 0.25 0.35 
7 (9) 0.78 8 (8) 1 0.89 
3 (9) 0.33 6 (8) 0.75 0.54 
6 (8) 0.75 7 (8) 0.88 0.82 
4 (8) 0.5 5 (9) 0.56 0.53 
4 (8) 0.5 3 (8) 0.38 0.44 
2 (8) 0.25 8 (8) 1 0.63 
1 (8) 0.13 3 (8) 0.38 0.26 
0.53 0.68 0.61 
Part Ill. The Post-Secondary Cultural Class 
TOPIC 
Cultural elements reflected 
in language use of SL 
Concepts, ideas and attitudes 
Geographical background, 
objects and systems 





Synonyms, cultural relativity, 
and componential analysis 
Translating Hamle 
Translating foreign news 
Translating the Bible 
Average 
INTER-EST USEFULNESS Combined 
Score Average Score Average Average 
13 (18) 0.72 15 (18) 0.83 0.78 
14 (18) 0.78 13 (18) 0.72 0.75 
11 (18) 0.61 14 (18) 0.78 0.70 
14 (18) 0.78 13 (18) 0.72 0.75 
5 (17) 0.29 8 (18) 0.44 0.37 
15 (18) 0.83 16 (18) 0.89 0.86- 
3 (18) 0.17 9 (17) 0.53 0.35 
7 (18) 0.39 5 (18) 0.29 0.34 
7 (18) 0.39 15 (18) 0.83 0.61 
8 (18) 0.44 7 (18) 0.39 0.42 
. 
0.54 0.64 0.59 
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Reading a text 
Ambiguity, wordplay, and 
irony 
Context, hermeneutics 
Personal style and register 
Translating Hamle 
Translating foreign news 
Translating the Bible 
Average 
INTEREST USEFULNESS Combined 
Scbre Average Score Average Average 
5 (10) 0.5 (9) 0.67 0.59 
5 (10) 0.5 9 (9) 1 0.75 
6 (10) 0.6 7 (9) 0.78 0.69 
4 (10) 0.4 6 (9) 0.67 0.54 
7 (9) 0.78 9 (10) 0.9 0.84 
-1 (10) -0.1 5 (9) 0.56 0.23 
9 (10) 0.9 9 (9) 1 0.95 
7 (10) 0.7 9 (9) 1 0.85 
1 (9) 0.11 4 (10) 0.4 0.26 
0(10) 0 4 (9) 0.44 0.22 
6 (9) 0.67 9 (10) 0.9 0.79 
0 (9) 0 1 (10) 0.1 0.05 
0.42 0.70 0.56 
Part -V. The Post-Secondary Interpretive Class 
TOPIC 
INTEREST USEFULNESS Combined 
Score Average Score Average Average 
Function and communication 
theories 




Reading a text 
Ambiguity, wordplay, and 
irony 
Context, hermeneutics 
Personal style and register 
Translating Hamlet 
Translating foreign news 
Translating the Bible 
Average 
5 (6) 0.83 7 (7) 1 0.92 
2 (6) 0.33 7 (7) 1 0.67 
6 (7) 0.86 6 (6) 1 0.93 
5 (7) 0.71 6 (6) 1 0.86 
7 (7) 1 7 (7) 1 1 
3 (6) 0.5 5 (7) 0.71 0.61 
6 (7) 0.86 6 (6) 1 0.93 
6 (7) 0.86 7 (7) 1 0.93 
1 (6) 0.17 3 (6) 0.5 0.34 
1 (7) 0.14 3 (6) 0.5 0.32 
2 (6) 0.33 5 (6) 0.83 0.58 
2 (7) 0.29 1 (6) 0.33 0.31 
0.57 0.82 0.70 
341 
NOTE: In the five tables in this appendix, the preceding figure 
under fScore, represents the total score obtained by adding 
up the ratings (in the form of +1,0 or -1) awarded by the 
respondents based on the principle outlined in the first two 
paragraphs of 7.1.3.1. The other figure put within a 
bracket Indicates the number of respondents who voted in 
that column. The ? Average' is obtained by dividing the 
score by the number of voters. The 'Combined Average' 
Is the mean of the two averages for that particular topic. 
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Appendix 9 The Test Pape 
Part I. The English Text 
THE TWO MAGICIANS 
(1) Long long ago, there lived a shy lad who liked music. 
People spoke well of him because he would visit the sick, and play 
violin for them. After his visits they felt better and often 
recovered within a few days. (2) This wasn't because of his music, 
though, but because he was a magician who brought good luck. He 
was such a good magician that nobody suspected him. They all 
thought he was just a shy lad who liked music. 
(3) In the same town there lived a girl who was rather good 
looking. (4) She was slender, (5) has a rosy face, and (6) her 
eyes were-blue and charming as the waters that wash the coast of 
Skye. (7) Her mother and father had completely spoiled her. But, 
even worsej, the neighbours suspected she was a magician. (8) The 
older ones remembered that her gTeat-grandmother and an aunt had 
been burnt, (9) because they were both suspected of being witches.. 
So when rain damaged the crops, or hens would not lay eggs, or when 
the cows did not give as much milk as they should, everyone blamod 
this girl. _(10) And there was some truth in what they say. But 
she had a lovely smile, a way of m6ving her head and looking at you 
which was happy but naughty, so = one goes to find out what she was 
doing. Like most spoiled-people, she was very stubborn and liked 
having things her own way. 
Often, as she came and went in the town, the shy lad would 
look at her. Ile gradually fell in love with her, but was too shy to 
tell her. He never thought of using his magic to make her-lovo him, 
because he felt it should be used only to help other people and not 
to help himself. 
Her eyes saw the lad follow her, and she enjoyed being'Courted 
by him, But she was so stubborn and would not encourage him in any 
way. She felt she should keep him waiting and perhaps test him, just 
to see how deeply he loved her. They both knew that the other was a 
magician, but neither of them spoke to each other. 
He felt that he loved her more and more every day. SO One 
Sunday morning he took his violin underneath her window* He played, 
a love song for her, and his music filled the garden. 
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She really liked his son(;, but on the following Sunday when 
she saw him coming towards the house, (11) her stubbornness asserted 
itself and urged her to avoid him. She wanted to test the powers she 
knew he possessed. So she became a rose in the garden. But he at 
once became a bee and kissed her again and again. Quickly she turned 
into a butterfly, but (12)in a second he became the warm and lovely 
west wind that carried her. 
(13) She turned into a lark and rose singing in the morning, 
but he became an eagle and caught her. * 
(14) Then she changed into a 
fish, but now he had become a fisherman standing in the river waiting. 
(15) She left the water as a dragont but now he had become St. George 
with his lance upheld waiting. t16) She changed into a fox, ran. 
across the fields, but he was a dog who chased her. (17) She turned 
herself into a billion drops of rain, but he became the ocean ready 
to collect each one of them. She thought that as a nun no man could 
come near her, (18) but he became a priest and came to bless her day 
and night. (19) She turned into a queen, and he became her prince. 
(20) When she tried to escape as a rat, he was a cat running after 
her. (21) Then she changed into an old lady, but he became her grey- 
hair mate. She became a hens but (22) without a second thought he 
changed himself into a cook, (23) running after her and cried, "cook- 
a-doodle-do". She changed into a gold jug in a tavern, (24) and when 
he saw other men putthcýc lips on its his eyes turned green with 
jealousy. So he became the cupboard which looks her up. 
(25) She fell sick and would not let his music reach her, so 
he was a doctor. (26) When she would not let him cure her with his 
love, she died; and again he became the earth where they laid her. 
She did not like being dead, (27) but knew that whatever she chose to 
do in life, he was her mate. (28) So her soul rose to heaven and 
there, he was St. Peter who welcomed her. Then she knew it was useless. 
"Since you won't let me alone, you may as well have me as your 
own, " she said stubbornly. 
(29) So they returned to the town and were 
was very nice to her and she became less and less 
she grew to love him very much, especially in the 
played his violin for her. They became so happy 
they could not imagine that the two ever argued. 
knew that she was wrong to be so stubborn before. 
soon married. He 
stubborn. In facts 
evenings when he 
that neighbours, said 
(30) And the girl 
-and- 
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part II. The Answer Sheets 
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Sample Items in the Test 
To illustrate the choices available and the distinctions between faulty 
and fault-free answers, six Items, two from each Type, are explained 
below: 
(a) Type 1 options 
Item 24. The SLT reads, 'And when he saw other men put their lips 
on It, his eyes turned green with jealousy'. The options: 
(36, D A, VJJ- P&- --kk it 'And when he saw other men pui 
red with jealousy. I (In acceptal 
ha 3 
their lips on Lt, his eyes turned 
e Chinese syntactic pattern. ) 
'And when he saw Qther men put their lips on It, his eyes turned 
green with Jealousy. I (in acceptable Chinese syntactic pattern. ) 
Ej 'M t fa Ll tP` ± ID 4ý P-JE, Ib IM 65, .a ffi. 4kAt )t Ukv I PA-h 
3 
'And when he saw other men put their lips on It, his eyes turned 
red with jealousy. I (A practically word-for-word rendering, re- 
taining SL syntax, resulting In clumsy translationese. ) 
It Is Idiomatic to describe one's eyes turning red with jealousy In Chinese, 
never green. Thus the first choice Is fault-free, the second all XC mis- 
take, the third an XG mistake. 
Item 28. The SLT reads, 'So her soul rose to heaven and there he was 
St Peter who welcomed her'. The options: 
A-e IV t 011 ? *1' fý S-1 K12 - 4t -'z fk In 1(3 ý vjl 1, VLZL-*C/, ýj 1, A- 
. 
'R 16 ) 4, ý- '-3 a4 16; t 'r) A ýE A 
'So her soul rose to heaven, and there he was St Peter (Latin- 
based transliteration in the way used by the Chinese Catholic 
Church) who welcomed her, as It was St Peter who keeps the gate 
to heaven. ' (In acceptable Chinese syntactic pattern. ) 
fk 43 
-ft -; E IT -, -4b go -4tz it. k ;-IkI, it -1 L 'So her soul rose to heaven, and there he was St Peter (English- 
based transliteration In the way used by Chinese Protestant 
Churches) who welcomed her. I (In acceptable Chinese syntactic 
pattern. )- 
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El A--tot tsjý, -l it 4 vj AAP'iý ft C, ýE IkkiT-it 01 fb ) #, - 'So her soul rose to heaven, and there he was St Peter (Latin- 
based transliteration In the way used by the Chinese Catholic 
Church) who welcomed her. I (A practically word-for-word 
rendering, retaining SL syntax, resulting In clumsy translationese. ) 
Though this is a Scottish folklore, and the national church In Scotland 
Is not Roman Catholic, the background of this story Is obviously 
Catholic. So In a Chinese translation, It Is more appropriate to use 
the form preferred by the Catholic Church. Also, since the TLT Is 
aimed at a young audience, and the average Chinese child Is not ex- 
pected to know the alleged role of St Peter mentioned here, It Is felt 
that a brief explanation Is indispensable If the audience is not to-be con- 
fused (footnotes are not appropriate as the translation Is made for 
eventual oral delivery). So the first choice Is fault-free, the second Is 
an XC mistake, the third an XG mistake. 
Type 2 options -- 
Item 19. The SLT reads, 'She turned Into a queen, and he turned Into 
her prince. The options: 
[7] 
'She turned into a female sovereign, and he became her husband- 
of-the -female -sovereign. (in a somewhat archaic literary tone. ) 
rim Fýt"z `ý' '! ̀. - -ý- (Eý_-) -'4 -A F 'She turned into a female sovereign, and he became her husband- 
of -the -female -sovereign. I (In unmarked plain modern Chinese. ) 
; 'N. j= T. to L F] X__ , X_ 'She turned Into a sovereign's wife, but he became her sovereign. 
(In unmarked plain modern Chinese. ) 
The Chinese language has two terms for 'queen', one referring to a sov- 
ereign who Is female, the other to the sovereign's wife. In the first 
option, a less respectful article (- 11-fl ) Is used before the queen. " 
This Is less appropriate than the respectful -4.6- 1 used In the two 
other options. Also, and used in the first option mfte 
the sentence archaic In style. So, the first option-is an M mistake, the 
second fault-free, and the last an XC mistake. 
Item 20. The SLT reads, 'When she tried to escape as a rat, he was 
a cat running after her. ' The options: 
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F-1 -ý t -'" )k -- 11 ),-; t K't iT'? " A, 4b , Z. A-A. -- -A 121- 4 9  tý C 'When she tried to escape as a large rat/mouse, he was a cat 
running after her. I (In unmarked plain modern Chinese. ) 
-Qt-, .UI It Rj it 
41") 
'When she tried to escape as a large rat/mouse, he was a cat 
running after her. I (In a somewhat archaic literary tone. ) 
4btVk -fk-MA; 6 *b, - 'When she tried to escape as a rat/mouse, he was a cat running 
after her. I (In unmarked plain modern Chinese.. ) 
The Chinese language has only one term for the English 'rat' and 
'mouse', as the two rodents, are not distinguished by the Chinese con- 
ceptually. It Is arguably not wrong In the present context to fall to 
distinguish rat from mouse, since this distinction has minimal effect- 
on the story. But when offered the choice between, I&, (a large 
rat/mouse) and It Wv I (rat/mouse), there seems to be no reason why 
the Iratness' should not, be represented to some degree at least by the 
size. So the first option Is fault-free, the second an XI mistake, and 
the last an XC one. 
(C) Type 3 options -- 
Item 4. The SLT reads, 'She was slender. I The optlons: 
'She was (slender, In a complimentary tone in acceptable fit ;6 
Chinese syntactic pattern. ) 
El tt ý: *4 &: olli P 'She was fie A1J I (thin, In a pejorative tone In acceptable Chinese 
syntactic pattern. ) 
'She was (slender, In a complimentary tone, but a word- 
for-word renderIngq retaining SL syntax, resulting In ungrammatical 
Chinese. ) 
The preceding sentence In the SLT refers to the girl as good-looking, 
thus a complimentary adjective Is preferred In describing her figure. 
So the first option Is fault-free, the second an M mistake, and the 
last an XG mistake. 
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Item 26. The SLT reads, 'When she would not let him cure her with 
his love, she died. I The options: 
It (t57,1'. )- T ?L4ttD4t 05, ', 1 6, - ýn 'up *3 - t, 4, -ttU At, 3 'When she would not let him cure her with his love, she 
(died, an unmarked verb). (A practically word-for-word render- 
Ing resulting In clumsy translationese. ) 
6 'When she would not let him cure her with his love, she lit Lt 
(died, the verb Is highly respectful, reserved only for great men 
such as a president or a saint. ) (In archaic literary tone. ) 
El 
'When she would not let him cure her with his love, she 
(died, an unmarked verb). (In acceptable Chinese syntactic pattern. 
The first option Is an XG mistake, the second an X1 one (with the use 
of expressions like I OP '& -I which has gone out of use in modern 
Chinese), and the last ts fault-free. 
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Appendix 11 instructions to Subjects Taking the Test 
At the commencement of the pre-test during the first meeting, 
the five classes taught were given the following explanation orally: 
This Is a test designed to help you to find out what you know and 
think about translating. The results will also be invaluable In 
helping the Instructor to decide what and how to teach In the fol- 
lowing sessions. Rather than measuring competence, the primary 
target of this test Is to reveal your attitude towards trans- 
lating, i. e. what does this activity mean to you, and consequently 
how to go about doing It. 
To the post-secondary classes, the following assurances were added: 
Please note that your score Is used here only to help you to 
assess yourselves, and to help me to help you during the course. 
Individual scores will not be passed on to unauthorized readers, 
and will have no bearing on your academic assessment in the 
course you are taking. 
After all the test papers (including the SLT and the answer sheets) were 
collected, the five classes were told: 
You will be given this very same test again in our last meeting. 
By that time, a comparison of the two sets of answers you gave 
should Indicate what this course has (or has not) done to you. 
That would be a concrete testimony of your gain from our meetings 
and the effort you put into translating in the interim period. 
Meanwhile I am assessing your views on translating as reflected 
in the answers you gave today, and shape the course of Instruction 
accordingly. After the post-test, this answer sheet you handed In 
now will be returned to you, and the principles of design of this 
test will be disclosed, as well as the tmeaning, of each answer 
you give. Then we can discuss the scores and their implications. 
In the last meeting, students of the five classes received the same test 
paper, and were told: 
As you see, this is the same test we did in our first half hour 
together. You must have forgotten what you put down then, and 
there Is no necessity to try to recall those answers. Just, put 
down what you feel to be right at this moment. 
As for those groups that take the test only once, the explanations given 
before the test were: 
Thank you very much for taking part in this test. The purpose 
of this test Is to help you to find out what you know and think 
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about translating, and to help me to find out what learners In 
Hong Kong know and think. It is primarily Rot your competence 
as a translator that is examined. I repeat: the result of this 
test does not necessarily show how good you are. After you 
have handed in the answer sheet, you will receive a 'keyt which 
Indicates the implication of each answer you chose, and you can 
assess yourself by comparing it with what you have put down. 
Then the principles of design of this test will be disclosed to 
you, after which we can discuss and argue about the validity and 
usefulness of this test. Please note that your score is taken 
down only for research purposes. Individual scores will not be 
passed on to unauthorized readers, and your performance will 
certainly have no'bearing on the academic assessment in the 
course you are taking. 
On receiving the test paper, subjects of all groups were also informed 
about the time limit: 
There is practically no limit to the time you can spend on this 
paper. People usually complete it in around thirty minutes, but 
do work at your own pace. You are, however, advised not to 
spend too much time on any single question. Just follow your 
intuition -- you would know which one of the options sounds right 
to you. And It is better not to go back and reopen previous 
cases. You know, of course, we have more exciting things to 
do after this test -- and we can't move on to those until every- 
body has handed in the answers. 
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Appendix 13 Answers and Scores of the Tests 
I 
Part I. Course students who took the test twice. 
(a) Each subject is represented by a number under Isubjectf. This 
is a reference number which has no particular significance, and bears 
no relation to the reference number In Appendix 4. (The answers of 
the subjects In the same classes who took the pre-test but not the post- 
test are listed in Part H, ) 
(b) For each of the subjects, there are two lines of results: the upper 
line represents the answers and scores in the pre-test, the lower one 
those in the post-test. 
(c) Figures under litemst: 
1/1 =a fault-free answer (see 7.2.2.3 and Appendix 12) 
ill = aGrammatical mistake, i. e. the subject chose XG instead 
of FF 
121 =a Cultural mistake, Le. the subject chose XC instead of FF 
13, = an Interpretive mistake, i. e. the subject chose XI Instead of FF 
101 = no answer entered 
(d) Figures under 'total,: 
FF, = total number of fault-free answers (which alone are con- 
sidered correct) 
IXG, = total number of Grammatical mistakes made 
'XC' = total number of Cultural mistakes made 
, XI, = total number of Interpretive mistakes made 
(e) The figures under 'differences, show how many more mistakes were 
made in the post-test than In the pre-test. Thus a negative score Is an 
Improvement. For example, 1-21 under IXGt means the subJect made two 
Grammatical mistakes fewer than before. 
(f) The figure under 'total score, represents the overall improvement 
in the post-test, obtained by subtracting the number of faidt-free answers 
In the pre-test from those in the post-test. In this case, 1+21 means 
that the subject made two mistakes fewer in the post-test out of the 
30 items, so gaining two 'points'. 
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Part IL Course students who took the pre-test but not the 
post-test. 
The answers and scores are represented in the manner explained 
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Part IH. Non-course students who took the test once. 
The answers and scores are represented in the manner explained 
in points (a), (c), and' (d) in Part I. 
Individual scores of Hong Kong University, year 3, are not listed 
here because the record of that class was left behind in Hong Kong 
with other unimportant papers. This, fortunately, does not affect 
the computation of class scores in this report. 
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XMIQTff; k*iA-=w** 
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41 A iR 3Z 0* 
itilh*. Ic M 'l, -, 
RI fiyljb. ýZ. hrr V-4. Ifflif-k-iff IT 
?7 -911yunRui. Ia. 
I. 
i "'-JS[fr ^fX AMW if ýU, V1 X It h-b A 1111U. - A ýt MI. -"= LM VT IMMAXIM111aly-JAM, VJ 
ALUN-VAIMT-iflhM, 5M AMqth. 
A in"p] a 44 A"; * * M, ft * Wrl # 5z li M. Pi A. VA T 14 it MW 
rp, (Formal method) 
AfMMYR-R. fh! 6ý* ill r, 
W. RTIM. ný AIAM: NIVAIlwafaii-WA. 
XM, UJ-511,1791), 94 
WQ th A. -A TL 
f t; f; ýV Ill rf )ý'! Kj 
MH4. /klsffrill -: YIA 5-Mr, H. M, P" M LL t2 TIM. j: -KhXL. RMLIM-M, X-Ut. 
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OL ýQ R Mý I, Rill 
F-7 . 5ý YJ I] MOO rr, 7,, V9W-j Ff M. Yj IIt '-T( It ; 1; RZ A. #Jfl rrO 
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'NIMIE, i! Aý, ISWAA411 . A; ý, *I-XRh, P-I-nh44, *#Hit, 
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M-1114til"Al. UTINOilly-i PX)Ul 4-Iff-i oil -T-. 
i, ý -'f, 7ML- (Descriptive linguistics method) 
%-. 4 Ali 6 11, 
i! ll M, AS 1ii . 7'. AISPIIM rj Iyu iL, a. 111 ýK .Ay 11 i r, -IF- ; Ij 1E i r, L ýz ? Y-* V Y. j f Vjý fjýj jf, _ j je "7,0-1 )K Of '16 Mi 
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1f Iyu ZVI. KWY*^7rM-T--NVt4 
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III ChoniskyjZ(Jýj f ljjýA, j; -XI 1)111 * 11 rji. QIIJI. 
111U. WIM 
J! (tktY'J 
J. C. Cat ford ff'. - A-A-3-L 'I' F 114 
&M (" iffYi UAL 
fi ! 
"P- it Sc 
Halliday lyýj iff IIf V-A i5l XMT! P, f'il I- 4ý MA ýj fZ ýR it. .Catford ; 
g- JU 'Y' )ý Lq V, M -=^T et- 
ey " 
14 1. fy-i R it 
WIMM, JT it: 
ýjr--FA if "This is a red rosc"fa "She is my cousin"jaff. M. jrf4ijoýPL? RRJDjtfttt , 
"is", Ll-gL: iff, "verb to be'Yfjj%&it , JTIjtAJAQtA . -tj "are". "wasnt; 
fflkt 
, ffij- "she" 
"she". Catford 
PI *-, Zý tn W-j It Lr- 14 ýý, i=R --! IJ --V-r t; r-, X iff * jQ ,"this "±1 th at "; M 3q 
I'Li jtjJ-= I "that"Xr 





noili ( vM14 . is ) usillim 
I if. /\ iI Llýc it ff. ) X! ýf-. 111,, 11 1-k jai fllýZftAýi III- WAX If f #JLU IIK; 
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(,? kVtt II ',; I- 1X -J, fill IEl . 
iQIUJ 
?m 
9-A if-A 11-, im'it *. 'We'l Uff "'r. PI h.,, ý, Jtk A III Y-*.. 
X-Yrfh. *Y19`HX. W ILI AL, RAM` W M" AMA, ý; 1; -Mxz ALI ", R(lif-AX04 
ih , )L,:. ) I., Wi I ILI W. I); (*- 'yi At AhIM AX KAW) 114 JD-Jil 
(Nida 1971: 347-48) 
(semantic)--- itillf fil 
a lrAjj, 1L! Igfijf. "This is a red rose", -She is my cousin- 'i; lfd-iýXMVW WPIQ11.4e 
1A It , ;1 it Ffir ff UL. 
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"rose "BIS-I-ffil *-A. JIIWýj 
ilf ujtýK " rose 
? j: Xi1-LtIL%! I! W-JJjghfAf(jL4? ? EJ1IS4-iJ1ri! 1!. red '. J JiZýý 91 ly 
Y iILKý M IJI h -L IYJ !ýRA T- 3F ýC it: R. L Bt If A PI, ýC f P- 1i 111 Fil M 444 PJ 
47, fA 1111, P : lj Lf, , 
fij, r Al fA IY-J 3ý ý* tt- J$; Jý [P1- ýC " rcd p ýC P- Yý- M -L 
Mf li p 1, AA 
rjr J r; rou ge -, k. Mjýr r P1 - -X- i AA L. -ýZ- R IY4 14 PP A 11-4 P4; 1 Y-- . ýr, 
VP Q- ItY jr 01 f 11 JA J Our, L -?, A; ( 011 AIr0scL, 1.11 
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YH'ýffliPARPIYJR I U"-X't*fljJM' -X-A. f Lf' If I g. 
IY. j ff Y-1 .AR 3Z Vr, jj -f 
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MAYRIM 
.Ar, 41Y. IX-A, 
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-= -*I*- 
mAM. la 
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Kelly 
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W (Bcaugrainde 1978: 96-97) 
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O'40H)WI, (Text analysis inelhod) 
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M-M. M*, T_; Qw_nz AfirlKYJAUX. 
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-If -fýj II Wi ,, ffd*" if. wr! MiX3Z , 
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flýjitff. Ili& fLfJVL -jjjiDZfij]Z-X-:; 
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R If -Zlj OM i3f VAR 1,11i'L VA rl"I . 111 JXrlýj NP. ] 114 
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(Bassnett-McGuire 1980: 79) 
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Jý Kelly 4: ý, 11111 : jý M. 11cidegger 
licideggerfil Buberfit) 
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ly 1979: 29) 
. T. MWY 
-: Y, -4; 11f W ff., fII At I* IV 
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(Steiner 1978: 41) 
t4-4 At L11 Arr If ftthhlýkly-13ý Y111. 
Wi k-. 101 4M Pit )ý- -11' My- Jill. -3 lUj"f_'k(lýjjVj'M'r'. )Jý fjjj. jj(lýj 
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-1-1111f. 
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I vi if. rf 4A '11 (Yj Tit* I] m. ffif P ft"Y: 
fqlj /III It R 441 M, Z Mjf'A ýOhIltit. jAmft ffif W. -1--Iftis 
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bif lViliUre. i. E. A. ttP #+^r J, 1t It hiri 4 4ý ! 4: 7, 
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ýIIf W4 ffI yu N& 91 AII! 41 
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C., If Asý J? 11, ---. . ; I. i% 11 ý(I! 14 ý7 fj i
JAMI., 30,41tif. VA-1r, -- -h'X' ipC! "'r, III 11741ýj frf 
4. Steiner ýc "U- 
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Abstract/ JAW 
Three Models of Translation Teaching: a Proposal 
This paper examines the various approaches to tile leaching or trall"kilioll. 
and analyses tile theoretical bases which underlie them. 
Though translation teachers may be doing very different things ill chts%. 
and many or tile things taught defy classification. it is argued that tile main 
body or instruction in a translator training programme i% made tip of 
comporicnis belonging to one or more or three teachiiig modeN. Ill %onle 
respects these models are mutually cxclusi%c, yet in practical icaching lllcý 
could well be made complementary. While it i% recognised that cuiricilluill 
planning theories should be adapted to local %ituations. resource%. needs and 
traditions, tile course designer, textbook compiler all(] clawoom leacher call 
benefit from in analysis of tile content and methods of tile %aiiOtj% 
approaches, thereby getting a full and systernafle view of %%hat can be taughl. 
how. and why. This. it is hoped, is the application or tile modei% i-sit, I)oSed 
here. 
The sentence -This is I red rose" is used to illustiaic tile %witim "ay% ol 
looking at the procc%% of translating. One call lake I prescrip6w folllhtl 
%Yntactician's mand. and formulate "the correct tran%lation- liý %caiching for 
grammatical equivalents in tile target language (11) I'm cveiý %%ord ill tile 
%ource text (s, r); or take I descripli%c linguislic% %land. a%sc%%ing tile 
iramlatabilitv of cach lexical item by comparing it %%ith it% most plo\i1nale 
couict-part ill [tic TI.. These approaches belong, to tile S, I'll Im-1 iv A to(h. 1 "llich 
regard% language I% a grammatical code for information tramfer: it i% 
empirical, anti-mcwali%iic, and objicclive Alternatively. title caii lollo" tile 
who aim it cultural (Nimmic ctjifi%; tlem,,. hwead 
ofa%king "I Io" 11) %. Iy 116% in Language X-. Illcy ask -What %%ill .11 . 111glia , L! c X %I)C; Ikcf %; Iý ill %mh .1 'Jitialioll? " I angllagc i% well pillimfli\ : 1% .1 C1411m. 11
111.11111v%falion: OM %%Ord cillbodies a %\.. )11(1 alld .1 111%1411% 11111(juk. Ill 111t. 
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culture it belongs to. Thus neither "red" nor "rose" can ever be adequately 
represented by the closest term in the TL for the same physical phenomenon. 
This is the main prcmiscs of the Cultural Model. Recently, linguistics has 
begun to focus more on the non-cmpirical sphere. and this trend is reflected in 
tran%lation thcory. ý Instead of translating langue, the translator is told that 
meaning only conics with context. The question to be asked is "What does the 
author do with this text, and how should I say this now for my audience? " 
Text analysts concentrate on interpreting the ST's social context, trying their 
best to gauge the meaning of, the utterance by a thorough study of its 
background. Those of the Hermencutics school emphasise the personal, 
existential, and creative aspects of human communication. and deny the 
possibility of an authoriscd reading. To them, translating is a process of 
sympathising. communion and co-creation, just as language is our being's 
being. Both of these views belong to the Communicative Model. 
Naturally, teachers of translation do not usually adopt a single model and 
teach only the areas it covers. The awareness of these different approaches to 
translation should enable the course designer and teacher to have a panoramic 
view of his (ask. and become more rational in picking the elements worth 
teaching to form his own mix. 
Simon S. C Chau 
Linguivrics Department 
University, of Edinburgh, UK 
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Paper presented at the AILA Colloquium 'on 'Translation Theory 
and Its Implementation in the Teaching of Translation and 
Interpretation', Saarbrucken, West Germany; to be collected in 
the Colloquium proceedings. 
HOW TO TRANSLATE 'TITIS IS A RED ROSE'? 
- The Grammatical, Cultural, and Interpretive Aspects of 
Translation TeachIng 
Simon S. C. Chau (University of Edinburgh, Scotland) 
The aim of this paper Is to-offer a paradigmatic view of the contents of 
translation teaching (TT), so that the translation educator can reassess his own 
curriculum design by comparing it to what Is being done elsewhere In the world. 
What can, or ought to be taught In a translator training programme? 
Tran . slation teachers are doing different things In class In various countries. As 
with translating Itself, context overrules all In TT. Factors such as the need of 
the society, the students' level and character, and the resources available, often 
dictate the form of training required. 
Even so, the content of a TT programme ultimately reflects the educator's 
philosophy of translating. What are taught and how depend on the teacher's idea 
of language and translating. It is therefore fruitful to examine the rationale, or 
the basic assumptions, behind one's design. 
As I see It, the main contents of all translation curricula can be boiled 
down to three main areas: the GRAMMATICAL, the CULTURAL, and the 
INTERPRETIVE. These aspects are the foci of attention of the translator In his 
work, the main sources of trouble In poor translations, as well as what can be 
taught and learnt formally In translating, and therefore the main components of 
translation courses. 
To facilitate the conceptualization of the pedagogical relevance of these 
aspects, I describe them in terms of teaching models, each of which Is exemplified 
by "methods". The methods are specific means of applying a model, based on 
particular views on translating typical of that model. The models are meant to 
be exhadstive, while the methods described below are not. 
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1. The Grnmmatical Model 
This approach to TT is based on a microlinguistic view of translating which 
regards translating as solely a language operation. Historically, 
, 
It Is the best 
established, and probably most often practised until recently. Unlike the other two, 
this model is often associated with foreign language teaching (FLT). 
The distinctive feature of this approach Is Its Identification of translating with 
grammatical transfer, so much so that comparative grammar apparently becomes 
the only means of TT. Language Is considered an objective code with a demonstrable 
structure., I 
As language studies went through a process of evolution In modern times, It 
Is possible to distinguish two common Grammatical teaching methods, based on 
traditional and formal grammar respectively. 
1.1 'The Traditional Grammar Method 
This Is basically the adaptation of a'method of FLT which is In turn a direct 
application of what Is known as "traditional grammar". This grammar assumes 
that all men have the same way of thinking about the universe, and the Idea of 
grammar 13 to see how those universal notions are classified In a particular language. 
It also assumes that there exists a "model" grammar, an exemplary set of cate- 
gories to classify the forms, and that the task of the grammarian Is to find the 
meanings In his language, corresponding to those forms and categories. Greek 
grammar, studied through its Latin adaptation, was regarded as the model. 
Like Its counterpart method In FLT, this method is prescriptive, as It accepts 
the universality of that "super grammar". Translating Is the search for the correct 
target language (TL) equivalent lexicon/sentence via grammar. 
A typical example of this method Is Loh Dian-yang's Translation: Its Principles 
and Techniques (Beijing 1958). As the author explains In his Foreword, the first 
chapter discusses the basic principles of translating, "Its purpose Is to Inform the 
beginner of the correct concepts of translation work" (italics mine). The eight 
chapters that follow are devoted to common nouns, proper nouns, personal pronouns, 
Indefinites, tenses, etc. They highlight "the similarities and differences of lexicon 
and sentence pattern between English and Chinese", and point out "the standard wayq 
of translating". "Sample translations aro provided to demonstrate the practical use 
of translating methods, so that the learner can learn to ex2ress the same thinking_ 
in two different langruages. 11 
Until the prevalence of structural grammar since the late 1950s, and Its 
subsequent adaptation to translation 1heories, this traditional grammar approach to 
TT was popular universally. Textbooks or handbooks like Loh's can be found In 
practically every language pa1r. A considerable part of J-P. Vinay and J. Darbelnet's 
celebrated Styllstique conipar6e du Fran2als et dellanglals (Paris 1958) Is concerned 
with such comparison of parts of speech. 
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This method Is usually welcomed by those students with little translating 
experience, and whose command of L2 Is Inadequate. Instructions of this kind 
often make such students feel secure ("Now I know bow to deal with conjunctions; 
next lesson I will learn to translate passive construcLions"), though it can be argued 
that this sense of security Is false. 
Though this approach Is never abandoned, translation educators Influenced by 
structural linguistics devised the method described below. 
1.2 The Formal Ungulstic Method 
The cardinal differences between traditional and formal grammars are those 
that distinguish empirical sciences and humanistic studies. While traditional 
grammar subjectively defines classes and assigns rules for language based on 
meaning, formal grammar does so pbjectively based on a structural analysis of the 
phonology, morphology. and syntax of a language. Though both are equally "static" 
In outlook, examining langue rather than parole formal grammar Is descriptive 
rather than preFcriptive. 
According to this method, TT Is rightfully a branch of applied linguistics, 
and contrastive grammar is the most fruitful way of TT. The student Is reminded 
of the gaps between the formal features of the source language (SL)'and the TL. 
For example, while most European languages have two or three genders, some 
languages have none, and others, like the Bantu languages, have over two dozen. 
(Despatie 1967: 33) Also, the student can be shown the Inevitable message gains 
and losses while expressing "the same Ideal' in another language, such as the 
translations lie no sals past, (French), 17ch weiss es nicht" jGerman), and "Non so" 
(Italian) for "I do not know". (Mounin 1963: 36-37) There are also translation 
theories based on generative grammar. E. A. Nida, for example, devised a back- 
transformation model to explain the translating, process. (1969: 483-87) J. C. Catford's 
A Linguistic Theory of Translation (London 1965) Is a good example of this TT 
method. 
The rise of this method In the early sixties coincided with the peak of the., 
world's enthusiasm In machine translation, which requires a full explicit account 
of the translating process. After the decline of the linguisticians' Interest in 
generative grammar, some translation theorists persisted In this field and explored 
further, and their efforts are reflected In TT. 
1.3 Example: The Two Aletbods at Work 
To Illustrate the basic principles of these methods, we may take the sentences 
"This Is a red rose" and "She Is my cousin" as examples, and Imagine how 
Traditional Grammarians and Formal Linguisticians would go about translating them. 
In both cases, the question the translators ask of themselves Is: "Ilow are 
these sentences expressed In Language T? " But they find their answers via 
different means. 
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The Traditional Grammarian teacher would probably begin by analyzing the 
parts of speech of each word in the sentencas. Ile would elaborate on the present 
tense of the verb to be and the function of the pronoun "she" as subject, showing 
the students bow the "correct" equivalents In the TL can be found -- preferably 
within the same parts of speech ("Red' Is an adjective In English, and the 
corresponding adjective in language T should be I1 11). If a word-for-word 
rendering does not seem to produce the original "meaning", he would show how 
translating "techniques", such as transposition or omission, can be employed. 
The Formal Linguisticlan teacher, however, would compare the different 
systems of delct1cs In the two languages, pointing out that "this" Is the more 
proximate demonstrative of a two-term system In standard English, and the most 
proximate of a three-term system In North-east Scottish dialects (Catford 1965: 37), 
and that the singularity In "rose" Is the unmarked form of a two-scale number 
system of English. Similarly, by contrasting the pronoun systems of English and 
the TL, Information lost or gained when pubstituting an equivalent In the TL canbe 
shown precisely In the case of "Is" (tense and number) and "she" (gender, person, 
and number). 
2. The *Cultural Model 
This approach to TT Is the product of a view of language which defines 
meaning In terms of cultural fields and contexts. According to this view, a word 
is a world, Its "meaning" a history. Language Is culture, translating is describing 
and explaining the world view of one people to another. "In effect, one does not 
translate LANGUAGES, one translates CULTURES. " (Casagrande 1954: 338, 
original emphasis). 
2.1 The Ethnographl cil -Semantic Method 
While grammarians, especially formal ones, tend to shy away from "meaning", 
ethnographical somanticist3 confront It squarely from an anthropological point of view. 
Convinced that meaning In language Is culture-bound, they devised various techniques 
(e. g. chain analysis, hierarchical analysis, and componential analysis) to assess it 
empirically. 
In practical terms, E thnographl cal -Soma nti c (E-S) teachers spend most of their 
time Introducing to the students (whose Ll Is the TL, and who are supposed to have 
mastered the SL) the civilization of the SL, pointing out the crucial contrasts 
between that culture and their own, and how the two people conceptualize and 
subsequently dissect the world differently. Students are trained to be sensitive to 
the culture-bound elements inherent In, and unique to, each lexical Item In a language. 
For example, It must not be taken for granted that the reader would understand 
correctly the biblical description of "separating the sheep from the goats" In the day 
of judgement, for goats or sheep are unknown In some societies, and goats are 
highly prized as sheep are despised in others (Nida 1971: 347). Comparisons of 
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kinship systems and the colour terms In different languages are also common 
semantic exercises. 
Some ethnographical-semanticilsts take a. stronger view of the Saplr-Whorf 
hypothesis of "language relativity" (that language Influences or determines human 
conception of the world) than otherý. Nevertheless, behind this E-S method Is the 
assumption that the cultural gap Is inevitable and formidable, and that it Is not 
always bridgeable. Most of the E-S discussions are open-ended: defining the 
problem but providing no definitive solution. The Implied logic seems to be that 
strategies to bridge the cultural gap should be left to the skill, Intuition, and 
Imagination of Individual translators. 
2.2 The Dynamic Fquivalence 
_Method 
Unlike the E-S approach, this method has a universalist assumption: anything 
that can be said In one language can be said In another, unless the form Is an 
essential element of the message (Nida/T! iber IDG9: 1). Instead of Indulging In 
comparative ethnography, dynamic equivalence (D-E) translating concentrates on 
reader -response. The focus Is on the needs of the Immediate situation. 
According to this method, the target language text (TLT) should evoke similar 
response In the readers as the source language text (SLT) did. N[da's working 
definition of D-E translating Is "One concerning which a bilingual and bicultural 
person can justifiably say, 'That Is just the way we would say It' 11. The alm Is to 
produce "the closest natural equivalent" of the SLT (1964: 166). 
To achieve a D-E response, different strategies Involving various degrees of 
spatto-temporal alterations can be employed. For example, there are not only 
lingulstIcally up-dated versions of the Bible, but culturally adapted ones In which 
Jesus lives In a modern non-Jewish society, as well as adaptations In other media 
(e. g. , rock opera). 
Teaching along this line would consist of cultural orientation, as well as analyses 
of various strategies of adaptation which can be employed In different situations. The 
effects of various forms of D-E translating are assessed. 
2.3 Example: The Two Methods at Work 
When translating, the question an E-S translator asks Is: "How can I expresq 
this In the world of the TL, so that cultural gaps are bridged as far as possible? f, 
A D-S translator would ask: "How should I express this message in the TL, so that 
my readers would react In the same way as the SLT readers do? " 
When asked to translate sentences like 'This Is a red rose" and "She Is my 
cousin", E-S translators would be sensitive to the cultural elements Involved In tho 
terms like "rose" and "cousin". They might employ techniques such as componential 
analysis to assess positively the gap between corresponding concepts and labels In 
the TL culture. Also, aware of the fact that no two languages cut up the spectrum 
Identically In their sets of colour terms, they would consider It naYve If not 
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Irresponsible to go straight for the first equivalent term for "red" found In a 
bilingual dictionary. They are also cautious to find out, for example, If the 
mention of red flowers Is a taboo In front of a*particular audience In the TL culture, 
or If such mention, or the object Itself, Is associated with Ideas that nre alien to 
the SLT. 
Proponents of D-E would probably first determine the purpose of the TLT, and 
then choose a strategy which can produce the closest D-E effects. Depending on the 
purpose of the task In hand and Individual conviction, this might mean a straight- 
forward "semantic translation" (i. e. an SLT-blased rendering) with or without foot- 
notes, or It could Involve drastic cultural transposition, such as substituting the rose 
for another object (which may or may not be a flower) that Is considered to embody 
the most proximate Idea (emotIve-responso rendering), and perhaps the replacement 
by other denotatlonally dissimilar terms for lIxed" and "cousin 11 as well. 
Due to Its emphasis on the purpose of communication, D-E translating Is 
context-sensitive. Like all Grammatical methods, E-S translating works on the level 
of langue (regarding cultural differences as static: "red rose" and "cousin" always 
come out In language T as 11___11 and It 11). Like all Interpretive mýthods, 
D-E translating works on the level of parole ('In this case, -the closest D-E should 
be I_ III. 
3. The InterpretIve Model 
Since the seventies, with the rise of textllnguisties in language studies, 
translators gradually regard translating not as primarily an Interlingual or an Inter- 
cultural operation, but an tntertextual one. They consider the text the proper unit 
of translation. 
The distinctive feature of Interpretist TT Is Its emphasis on the understanding 
of the SLT. In this respect, It Is useful to distinguish between the two methods 
described below, one of them employs positive means to understand the text, the 
other emphasizes the ontological aspect of Interpretation. 
3.1 The Text Analysis Method 
The key to this approach Is context, and It Is assumed that (at least 
theoretically) anyone can eventually arrive at a full reading of a text by meticulously 
re-creating the original situation via the epistemic study of the co-text. Like-every 
reader, the translator takes Into consideration the whole communicative event. Any 
strategy or knowledge could be legitimately employed for the analysts of the SLT'In 
the Interpreting process, be It comparative grammar, comparative ethnology, socto- 
linguistics, stylistics, or literary criticism. 
Among the earliest translation theorists who attended to the context of situation 
are Vinay and Darbelnet (1958). In the English world, contemporary Influential 
writers along this line Include R. de Beaugrande (1978) and P. Newmark (1081). On 
the European continent, the contributions by A. Neubert (1968), K. Ileiss (1977), 
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G. Toury (1980) and W. wilss (1982), among others, are particularly Important. 
They devise strategies by which the translator, as Interpreter, 0 can analyse the SLT 
systematically. They set up text types, each with Its own characteristics and which 
demand different ways of translating. They explore the significance of Inter- 
textualLty, the relation between texts and literatures, and Its Implication for trans- 
lating. 
According to this method, TT amounts to training In sensitivity to language 
use, background "clue-hunting" , and writing In the style of various text types. As 
discourse analysis, contrastive textology, and other branches of textlinguistics are 
among the most vigorously developing area of linguistics, the Text Analysis Method 
Is hardly given the time to settle down to form Its own tradition. Nevertheless, 
one has little doubt that more significant contribution to TT will come from this 
quarter In the Immediate future. 
3.2 The ITermeneutic Method 
Unlike all the methods discussed above, the llermeneutIc Method Is not based 
on current theories of language. but Is associated with a recently thriving, and 
predominantly German, school of philosophy. . Sometimes called "existential 
hermeneutics", this school Is part of the Phenomenological Movement. At. Heldegger 
is the most Influential figure, but It Is R-J. Gadamer who relates the philosophical 
thoughts to translating. 
if all the other methods are Ilepistemic", this hermeneutic method Is 
"ontological" In the sense that the Interpreter's personal and existential conditions 
are emphasized. To the hermeneutIc critic, language Is not a kind of neutral 
receptacle, taking In and pouring out again the reality of the exterior world without 
modifying It. Though positive means to Investigate the background of a text Is 
useful, Interpretation Is more than reconstructing the "meaning" hidden In the text, 
as the Text Analysts do. The text Is not an object, but a co-subject with which the 
translator, as Interpreter, "falls Into" a dialogue to create new meanings. Thus 
the Idea of "objective" understanding Is denied, as Is the possibility of a uniquely 
definitive reading. 7nstead, the translator's Job Is to fuse his own horizon with 
that of the author's as revealed In the text. 
In terms of actual teaching, students are trained to criticize texts and re- 
create them. Through translation criticism, the teacher shows how different 
translators Interpreted and re-presented their texts, and why. The students 
gradually generalize principles from Insights gained. in this way, and use them as 
guidelines for future decision-making In equally unique situations. G. Steiner's 
After Babel: Aspects of Language'and Translation (London 1975) Is a classic on 
hermeneutics and translation. 
Teaching according to this method might appear to be less 'systematic and less 
digestible than the other methods. Less sophisticated or over-pragmatic students 
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often prefer direct proclamations of "how to translate". Some training In literary 
criticism and Interest In comparative literature are assumed. 
3.3 Example: The Two Methods at Work 
When translating, the Text Analyst would ask himself: I'llow do I reconstruct 
the meaning of the SLT. and convey It to this particular audience now? " The 
Hermencutic would ask: 1111ow do I re-create the tLT, with all my givenness, guided 
by the way I understand what Is said In It? What are the features In it that I must 
highlight on this occasion? How can I genuinely open myself by listening to the 
S. LT, allow It to speak, fusing Its horizon with mine, and fall into a dialogue with 
It in equality and active reciprocity? " 
What happens when they are asked to translate the sentences"rhIs Is a red 
rose" and "She is my cousin"? 
A Text Analyst translator woald undoubtedly decline translating a sentence like 
"This Is a red rose" until It Is framed within a text and a context. Ile would want 
to know, for example, whether the utterance Is part of an advertisement, a diary, 
a poem, a love letter, a novel, a schizophrenic's soliloquy, a military password, or 
a science report. Ile would also find out the tone In which It Is delivered, as well 
as the social context In which the communication took place-. Ile would have to study 
the whole text, to find out, among other things, whether flowers form the dominant 
imagery. Ile would also consider the demands of similar genre In the TL, for 
example, If there are different conventions In topicalization for descriptive - 
expressions. Ile might have to find out the class, age, and sex of the communtcants 
In the sentence "She Is my cousin", for such Information might be crucial when 
expressing the Idea In the TL. Furthermore, he would not translate until he knows 
who his audience will be, and what purposes the particular translation Is for. 
A hermeneutic translator, however, would see 11ttle sense In respondIng to 
hypothetical requests like "How do you translate II If, Every translator 
chooses his words each time the occasion arises, with Its own unique particulars, 
In existential dialogue with the SLT. One can actively prepare for the moment by 
sharpening various tools useful for understanding, but would not discuss how to 
translate In the vacuum "in general". 
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